»

L]

- ' s
-~ .
' 4 L s .
. -
. . .

DOCUMENT RESUME N . “
ED 109 611 . . ' s 002 011
AUTHOR "_ ‘, Jaggar, Angela M,; Cullisman, -Bernice E.
TITLE A Study of Young Black Children's Receptive a
7 . Productive Language and Reading Competence in
(8 . . Standard Fnglish Grammatical Porms. Final Report.
INSTITUTION . New York Uftiv., N.Y.

SPONS AGENCY’ Natignal Inst.-of Education (DHEW), iashlngton, D C.
) Office of Research Grants.

BUREAU NO . BR-3-1169 .

PUB DATE . May 75 Coet , .
GRANT NE-G-00-3-0168 - . ’ . ’
NOTE . 1u48p.. . - . -

EDRS PRICE _ * MF-$0.76 HC-$6.97 PLUS POSTAGE _ o
DESCRIPTORS. Educational Research; Grammar; Lapguagé Research;-

*Negro’ D1a1ects- Negro. Youth; *Nonstandard Dialects;
.Oral Engllsh' *0rdl Reading; Primary Education;
.Reading Comprehension; *Reading Research; Sentence

Structure; *Standard Spoken Usage

ABSTRACT. - r

The competence of school-aged, black children in
standard English (SE) grammatical forms, specifically, six verb
structures that distinguish Black English from SF, is the focus of
this study. The subjects were 198 kindergarten, first-grade, and
second-grade’ hlack children who attend four Title I schools in the
New York City metropolltan area. Responses on two oral language tasks
(sentence repetition and sentence comprehension) and two reading
tasks (oral reading and reading comprehension) were used to study
relations between children's receptive and productive control of otal
and written SE forms. It was found that children's level of control
‘of SE is. grade related and is a function of the particular verb
forms. - The order of acquisition of receptive and productive ‘control
of SE structures differs, and this difference was demonstrated in
both oral language and reading behavior. There was little eévidence
that aural comprehension of specific structures is systematically

‘related to oral production, but reading comprehension is

systematically related to oral reading in SE. The results indicated
that reading comprehension is more a fungtion of childrenfs receptive
control than 4t is of their productive control of SE. uthor/TS)

’
[ ’ .

. rd
- N - V.cr

4

’#######################*######################*###### ######*####*##*##&

* Documents acquired by ERIC include many informal unpub;}shed -
"* materials not available from other soyrces. ERIC makes every effort

* to obtain the best copy available. nevertheless, items of marginal

*.reproducibility are often encountered and this affects the Yuality

*of the microfiche and hardcopy reproductions ERIC makes available,

* via the ERIS,Document Reproduction Service (EDRS). EDRS is_not

* respon51bl for the quality.of the original document. Reproductions

* supplied by EDRS are the best that can .-be made from the original.
ook o ok ok ok ok ook o ook o o ok oo ok o o oo ook o o o o o oo o o o o o ook o ko ook ok ok ok oK R Rk o ok Rk K

*
*

*

*
*
*
*
*
*




US DEPARTMENT OF HEALTH,
EDUCATION A WELFARE
NATIONAL INSTITUTE OF
, EDUCATION L b
THIS DOCUMENT HAS BEEN REPRD . N
DUCED EXACTLY A§ RECEIVED FROM
FINAL REPORT THE PERSON OR QRGANIZATION ORIGIN
ATING IT POINTS OF VIEW OR OPINIONS
STATED DO NOT NECESSARILY REPRE-
SENT OFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION OR POLICY

. _ Project No. 3-1169
\ Grant.N©:" NE-G-00-3-0168

¢

»
N

.-A'STUDY OF YOUNG BLACK CHILDREN'S RECEPTIVE AND

PRODUCTIVE LANGUAGE AND READING COMPETENCE

%
IN STANDARD ENGLISH GRAMMATICAL FORMS . .
o : ‘ / s
Angela M. Jaggar T o,
Bernice E. Cullinan - , .
New York University : ’

" #New York, New York 10003
May 31, 1975

U.S. DEPARTMENT OF
. HEALTH, EDUGATION ;AND WELFARE

NATIONAL INSTITUTE OF EDUCATION

Office of Research Grants .




Abstract L v

This inveétigation focused on young, school-age, black children's
competence 'in standard English (SE) grammatical forms, specifically, six
_verb structures that distinguish black English from SE. Responses on two
oral language tasks (sentence repetition and sentence comprehension) and
on two reading tasks (oral reading and reading comprehension) were used
to study relations between children's receptive and productive controt of
oral and written SE forms. The subjects were 198 kindergarten, first and -
second grade black children who attend four Title I schools in the New
York City metropohtan area, ,

Findings show that children's level of control of SE is grade related
and is a function of the particular verb forms. The order of acquisition
of receptive and productive control of SE structures differs and this differ-

ence was demonstrated in both oral language and reading behavior., There . -

was little evidence that aural comprehension of specific structures is
systematically related to oral production, but reading comprehension is
systematically related to oral reading in SE. There was soﬁ]e gvidence
that native dialect 1nterferes differently in comprehension and production
of specific forms., Fmally, results. indicate that reading comprehensjon
is ‘moré a function of children's receptive control than it is of their pro-
ductive control of SE.. ) ' /O ’
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R o INTRODUCTION
- ) . ) ,
* * . Problem B ’ . '
. e Both scholaxkly researcH and the popular press document the fact

that many children who speak black English do not learn to read. There
is little consensus*about the reasons for such failure although it is often
contended that one factor is the difference between the language used by
many black children and the text materi,als used to teach them to read. In
the last decade Baratz and Shuy (1969) and others have suggested an ad-
ditional hurdle in learning to read for the speaker of black English: he
must not only decode from a standard English text but also re%\ode into his .

. own language to obtain meaning. It has been suggested then, that one

- of the primary causes of reading failure for black children is. linguistic
interference due to the strugtural differences between black English (BE)
and standard English (SE) 1 . i .

Two popular proposals for facilitating black childrens learningto'
read are: 1) teach them to speak SE before or while teaching them toread’
in SE; or 2) teach them to read with materials written in the language in

" which they are already competent, i.e., black English., The assumption
underlying both proposals is that many black children fail to learn to read
because they are not linguistically competent in SE. 3 :

s On the other hand, many children who speak BE do learn to read
proficiently (Goodman.and Burke, 1973). Furthermore, there is evidence
that speakers of BE vary widely 1n their productive control over features of,
SE and yet it is not known if, or to what extent ‘productive control of SE
features is necessary for success in learning' to réad

. Moreover, a d1st1nction must be made between productive and re-
ceptive control when d'isc'ussing linguistic competence as a faotor in ) Py
learning to read. > There is evidence that black children's receptive control '
« varies for different features of SE and that their receptive and productive -

t ] - .
\ . .

L g

1It must be kept in mind wherever SE and BE are contrasted that
* there is more overlap between these two varieties of English than there
. are differences between them--as is generally true of mutually intelligible
dialects. Muoch of thp,structure {s identical, with a few well-defined

patterns of difference.




controI may differ for specific features. The effect of d1fferences in re-
ceptive and producti‘ve control of particular features on reading, particu-
larly reading comprehension of those features, has not ‘been examined.
Both receptive and productive dimensions must be -studied in’ order to de—
termine if reading SE is a function of linguistic competence in SE.-

Since major structural differences between SE and BE lie in the use
of verbs, the present study focused on children's receptive and productive
control of particular SE verb forms and the relation of this-control to read-
ing these forms during the cr1tica1 period of the beginning school years.

-y

Conceptual Framework

»~

There exists no fully explicated theory covering the relation be-
tween reading performance and competence in a second dialect. There
are, however, a number of empirically supported propositions about the
relation between receptive and productive language abilities and about
the relation between linguistic competencerand reading ability that suggest
ways to study the relation between compgjence in a second dialect and

learning to read in that second dialect. ~

Relation Between Receptive and -

Productive Language Abilities

The rationale for this study derives in part from psycholinguisti\c
theory about the way a child learns to comprehend and produce his native
language. Specific¢ally, the analysis- by—synthes1s theory of 'acquisition
of native language’is applied to the acquisition of a second dialect.
Whereas Chomsky (1965) and Lenneberg (1967) propose that human beings
have an innate understanding of the possible linguistic structures oftheir .
language; and strict behaviorists, such as Skinner (1957) describe lan-
guage acquisition in terms of a stimulus-respohse theory; the analysis-"
by-synthesis theorists (Halle and Stevens, 1964; Wales and Marshall,
1966; Menyuk, 1970) provide a more appropriate model for explaining the
phenomena studied here--namely, receptive and expressive control of a
second dialect, - :

Menyuk (1070) explicates a basic premise of the analysis-by-
synthesis theory, i.e., "th§ human organism does not simply have the
capacity to learn and to generalize language, but, rather, has the capacity
to search for and store in memory abstract structural descriptiohs which
fit His hypotheses about the language” (p. 196),and C. Chomsky (1975)
describes the child as the "director of and active participant in his 1in-
guistic progress at all Iev;:als. He searches his 1anguage environment for

‘regularities and builds and revises grammatical rules from what he“hears

by a process of active construction.” -} 2 . '
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: The child's acdquisition ~ of the grammar of his .t
native language is interpreted, then, as the building of a stdre of structural
descriptions of the languade, a process dependent-both on the capacities of .
peripheral auditory and vocal-mechanisms of coding and storage. As a child
matures, ¢hanges occur in both the ‘number and the nature of the structural
descriptions he possesses (Menyu‘k 1970) The child's subconsci‘ous
' ability to apply the stored structural descriptions in his use of his ‘tive R
_‘language is what the linguists have termed his linguistic competence. The
child's actual production of language whether in spontaneous speech or
, in structured language tasks.is termed linguistic performance , ’

. 'ts and- others “nave made it eminently clear that lin- )
guistic ¢ 15t be studied through behavior that reveals the user's " .
control of guage heard or spoken. Menyuk (1370) -provides a model
for examining competence in terms of performance based on the analysis-

"by-synthesis theory. In this model,language competence is described as
a process of reconstruction where utterances heard are understood by re-
generating e#ther partially or completeiy the stored phonological, syntactic

- and semantic rules‘used to derive the utterance (Menyuk, 1970, p. 198).

A child not fully competent in‘the grammar underlying the utterance he hears
is liable to misunderstand it, either partially or completely. The same con-

" cept of reconstruction applies to production of language where a child's

utterances will either be completely or partly grammaticgl dgpending upon
the child's ability toregenerate those linguistic s&tures required to oy

“communicate bis ‘meaning fully. The young child's "telegraphic" or gram- L

. matically incomplete sentences (Brown and Fraser, 1963;  Brown and Bellugi, —

1964) are an indication of his approximation of adult linguistic competence
"before achievement of adult linguistic performance. The child's language
production does indicate understanding of the complete utterance but also
indicates his inability tg produce a complete "standard" sentence.

-

By examining theilinguistic struqtures produced and comprehended .
in a variety of carefully devised language situations, it is possible tc make ..
inferences about a speak s competence in a language. In studying child-
ren's acquisition of their native language, sentence repetition (imitative)
tasks and structured comprehension tasks have been used successfully to
study children's control of grdmmatical (morphologicdl and/or syntactic)
forms (Berko, 1958; Fraser Bellugi, and Brown, 1963; C. Chomsky, 1969;
Slobin, 1967). . . ’
The, underlying assu‘mption of a sentence- Tepetition task is that,
repetition of a sentence is not Wgerely imitation but rather a re-creation of
the sentence after it has been. processed through the child's structural and/ ’
or meaning systems., To reproduce a sentence, a child must have competence
in"the particular grammatical structures being elicited. Thus; it has been,
pgpposed that comprehension also can be inferred from a child s responses
on a sentence repetition task (See Troike 1970). - » :

c s

‘ ll'j
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On the other hand, there is disagreement in the field about the
‘adequacy of a sentence repetition task as a measure of comprehension

. .(Baratz, 1971; Ervin-Tripp, 1971). A more appropriate technique involves ° -

a task in which the child is asked to indicate his comprehension of gram-
matical structurés through some overt non-linguistic behavior such as
poihting to an appropriate picture or moving an object as diredted. It is
assumed in such tasks that a child's lack of comprehension will be re-
'vealed through his behavior

Apphcation of the analysis-by-synthesis theory of native language
acquisition to second dialect acquisition is supported by Ervin-Tripp (1970),
Meayuk (1970), and Troike (1970). In the present study, it was proposed
that the basic premises of the analysis- by—synthesis theory of the ac- ’ |
quis1t1on of native language can be applied in de'scribing second dialect |
learning, and furthérmore, that the methods used for studying the acqui-
sition of lingujstic competence in a native language can be applied in
studying black children's acqu1s1tion of grammaticaI competence in SE as
a second dialect. :

e

. Second dialect learning is a complex process not fully explicated . .
at- tfis time but it can be assumed that through exposure to SE, the black
child increasingly stores certain descriptions about the phonological,
syntactic and semantic structures in SE ‘which he then uses in processing .=
language for comprehension or for production of utterances in the second
dialect. Comprehension and production of SE, then, depend upon the
child's ability to use his knowledge of the grammar of that dialect--that
is, his competence in SE.

A review of the work in the field reveals that there is little agree-
ment, however,' on the extent to which BE-speaking children are competent
in SE. Nor is there agreement on the extent to which productive and re-

ceptive control of SE are i‘nterdependerﬁ for the black child.

Although use of SE forms is generally less frequent when spon-
taneous--rather than imitative--elicitation techniques are employed to study
performance in SE, both kinds' of measures indicate that-BE-speaking .
children can and do produce SE structures, and that this ability increases
with age (Henrie, 1969; Stern and Gupta, 1970; Nurss and Day, 1971
DeStefano, 1972; Berdan, 1973; Cullinan, Jaggar and Strickland, 1974).
Both types of elicitation techniques also show that black children have
more control over some SE forms than others (Henrie, 1969; Hall; Turner
- \and Russell, 1973) and, in addition, that control of SE varies within in-

%ividuals, i.e., children who use SE may not use SE forms consistentiy
(Ervih-Tripp, 1972).

i
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+ .Labov (1972) has stated that the social situation is the strongest
determiner of the quantity of speech and of the formality-informalityrange
of speech elicited. This is supported by DeStefano's study (1972) showing
that two-thirds of all responses made by BE-speaking chifdren in a formal

. testing situation are in the "language instruction register™ (SE). Further,
the children in her sample increased in abil«itf to control SE foyms from
first to fifth grade, giving credence to the proposition expressed earlier

W that increased exposure to SE results in increased productive control of .
SE* , . ] . ‘ . . )

Although BE-speaking children can produce SE forms ' perfbrmance
on sentence repetition tasks also clearly demonstrates a systematic
pattern of recoding of SE sentences into equivalents in the child's native

. dialect, preserving the meaning of the stimulus sentences (Labov and
Cohen, 1967; Garvey and MacFarlane, 1968; Osser, et. al., 1968; Baratz,
1969; Troike, 19703 Cullinan, Jaggar and Strickland, 1974),

Although black children's performance in SE varies, their "trans-
lations" in sentence repetition tasks indicate both that their language has
different rules of grammar and that‘they have considerable receptive com- %
petence in SE. On-this ground many researchers accept the premise that
black children are bidialectal receptively. Some empirical evidence to
‘support the assumption of bidialectal receptivity derives from studies in-
volving a variety of techfliques to measure comprehensibén, which show
that black children understand SE as well as they ‘understand BE (Weener,
1969; Frentz, 1971; Quay, 1971, 1972; Levy, 1972; Ramsey, 1972), Other
studies show that BE-speaking children comprehend SE as well as SE-
speaking children do (W. Hall, 1973; Hall, Turner and Russell, 1973;
Mathewson, 1974; Hall and Turner,1974)..1 - j
In studies that have examined both receptive and productive con-
trol of SE @mong native language speakers, it has been found, with some
exceptions (Fraser, Bellugi and Brown, 1963), that receptive cpmpetence

.
v

“ \ . #
Some studies comparing middle-cldss white children to lower- ' .
class black children (Osser.gt. al., 1968; Williams and Wdod, 1970; -
Frentz, 1971) have shown that white .children are superior to black child-
ren in comprehension of SE, but the results of such studies are confounded
by the effects of social class, When social class was controlled, as in

Hall, Turner and Russell's 1973 study, no significant differences were { £
found due to race, but significant differences were associated with stcia}

class.




;ff

generally precedes productive control. The-empirical data on the relation

-

between receptive competence and produgctive control of SE ameng BE-

- . speaking children is'limited . However, there is some evidence that, as in

native language learning, receptive competence in the second dialect (SE)
precedes productive control (Osser, et. al’, 1968) . Such evidence, how-
ever, is usually based on total task performance, e.g., @ tqtal sentence

‘repetition task score compared to a total picture-seléction comprehension

task score. /

/

« -/

But the relation between receptive and productive contrq/l may not

be the same for different SE forms. Some studies sHow that whefp black
children's receptive competence on specific SE grammatical feétures is’
compared directly to their 3roductive performance on the same features,
they have better production than comprehension for certain SE features, yet

have higher comprehension than production for others (Osser, et, al,, 1968
Torrey, 1969; Hal; and Turner, 1971; Nurss a):ad Day, 1971).

The various studies provide data that are not closely comparable,

~and reveal little agreement about the extent to which black children control

SE, either receptively or,prod tively. There remains the unresolved-
question of the degree of interdependence between receptiye and productive
control of specific SE structures. Further, there is the question of how
dialect interferes in production and comprehension of spetific features-of

a second dialect, Interference from native dialect may o}:erate dj‘rentlﬁ
in production and comprehension of . specific SEforms. |

i »

. ) | \
To study these questions, the present investigation focused on
the black child's linguistic competence in selected SE grammatical forms,

by studying language behavior in carefully devised sentence repetition and e

comprehension tasks. The purpose was to determine:

« . ¢
1) if the order of control of the SE forms is the same for

comprehension and production,

2) the extent to which comprehension}and production are a
function of the particular SE grammatical features,

3) the extent to which comprehension and production are a
function of age-or grade level of the child, -

4) the relation between comprehension and production of
specific SE grammatical forms.

Lo
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Relation Between Language Competence
and Reading

~
Knowledge of the full dimensions of the black child's competence
in SE is also crucial in order to understand whether learning to read in SE
is a function of linguistic competence in SE. At the present time, the
relation between dialect and reading is not clear. A direct examination
of the process is needed to determine (1) whether and to what extent non-
standard dialect interferes in reading, and (2) to what degree ability
to read 'SEis a functiorfof the ability to orally produce and/or aurally
* comprehend SE.
The basic premise that competence in a language is needed for
N learning to read that language is supported by numerous studies that show
- a strong relation between oral language development and reading ‘achieve-
ment (Loban, 1963; Ruddell, 1966). The importance of oral language pro-
ficiency to reading has been emphasized by many who describe the psycho- '
linguistic nature of the reading process (Carroll, 1964; Weiner and Cromer,
1967; Ruddell, 1969; Goodman, 1970). In reading, the child uses his
knowledge of his-sgoken language ®o process the morphological and syn-
tactical components of the written [anguage he has decoded in order to
' determine the semantic interpretation of the reading material (Carr.oll, 1964, X

N

1970; Bormuth, 196%; Ruddell, 1969). \

Since reading comprehensien is depéndent upon the child's know-,'
ledge of the structure of his oral language, problems in compréhension may
arise for any child whose native language structure differs from the struc-
ture of the reading material (Weiner and Cromer, 1967). Ruddell (1965) .
and Tatham (1970). have shown that reading cémpretiension is higher for:
materials written in language patterns similar to the child's oral patterns,
than for matetrial written in less frequently used oral pattéins. - -

These findings provide the base for assumptions that BE—speaking

children have difficulty in learning to read because they are not competent
in SE. Some studies have shown that among lower class blacks,there is a
positive correlation between competence in SE and reading performance
(Gross, 1967; Baratz, 1970; Deffenbaugh, 1973). These observations pro-

- vide some support for 'the claim that, for the black child, learning to read
is a function of his competence in SE; however, correlational data cannot
be used to ascribe cause.

Those who support the claim believe that lower-class black child-
ren fail to learn.to reat, not because they are not competent in language
per se (Povich and Baratz, 1967), but because they are competent in a
language which is structurally different from the standard English of the
text used to teach them to read. One proposed solution is to develop the
child's control of SE (Bailey, 1970; Venezky, 1970), and particularly his

ERIC | 17 -




r

-8 -

-

‘productive control, so that the diffarences between His language and the

language.of the text are diminished. This suggestion assyumes that if the
child"were competent in SE,\he would be able to decode, process, and
comprehend the. written, lang §ge more efficiently." .

Despite these claimga, available empirical data are inadequate to
explain if, and to what extent nonstandard dialect interferes in learning
to-read. Several studies have examined children s errors or miscues ‘when
reading SE orally. Many of the\reading miscues made by black children
are diglect based (Weber,; 1973 Hunt, 1974), suggesting that some inter-
ference from native dialect does occur in oral reading. Other studies have
shown that there is more dialect Interference on certain SE features thanon
others (Ames, Rosen and Olson, '1971; Goodman and Burke, 1973; Hunt, 1974);
that no reader is totally consistent in making dialect-based miscues (Good-
man and Burke, 1973); that theré is\considerable variation among black
children in the number of dialect-b ed miscues made (Goodman and Burke,
1973); and that dialect- based miscuks decrease with .age for somo features
and not others (Rosen and Ames, 1972).

Lo Thus, the factors (type of stkucture, age) that affect oral pro-

‘.duc“:‘tipn of SE also influence oral reading of SE. There is evidence, how-

ever, that the factors operate differently in the two productive tasks, so
that one cannot make accurate predictions about—performance in either task
on the @sis of performance in the other. For example, Goodman, in
summarizing some of his resefirch, presents evidence that dialect is more
likely to occur in oral retelli ‘ . of stories than in reading,and that many
children who speak BE are prdficient readerd. He claims that dialect-
involved miscues do not interfere with the reading process or with the con-
struction of meaning since th ichild succeeds in translating written
materials to his own language|(Goodman with Buck, 1973). Goodman did
find that less proficient readets producegd more dialect-related miscues
than proficient readers but sudgests that accuracy is the result of bein3y a
proficient reader and not that greater accuracy in reading SE leads togreater
proficiency. He concludes that reading proficiency is more d?endent upon
receptive competence than productive control of SE.

Unfortunatelv, dialect based miscues observed in studies of black
children's oral reading of SE have been used to support claims that dialect
interferes in learning to comprehend written SE. The methodologica¥and
conceptual weakness here is Qbvious: oral reading is not an adequate
measyre of reading comprehension. If the child  produces nonstandard
grammatical equivalents of the written text, why then assume that inter- '
ference in comprehension has taken place? In sentence repetition tasks
grammatically 'equivalent utterances are cons idered evidence of comprehen-
sion, suggesting that structural differences do not necessarily interfere
with comprehension., The work of Melmed (1970) and Goodman and Burke
(1973) confirms that a child's production of dialect when reading SE- texts
does not necessarily interfere with his comprehension. ~
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The question of the extent to which dialect interferes with compre-‘

-hension when lower class black children read SE remains. Several studies

have attempted to measure interference in comprehetision by presepting BE-
speakers with stories written both in SE and BE on the assumption that if
oral language differences interfere in reading, thén BE- speaking children
should have higher comprehension for stories written in BE than for those
written in SE. Such studies generally have shown that black children have
equivalent or higher comprehension of reading materials written in SE than

" they do of materials written in BE(Jaggar, 1971; Nolen, 1972; Johnson and

Simons, 1973; Mathewson, 1973 1974).

" It should be noted that studies of this kind have a built-in bias,
since they must eliminate subjects who do not have reading proficiency, -
and theSe are liable to be ‘the very ones for whom the issue-is rhost cruyial.
Furthermore, those children who are able to read well enough to perfor
the task were taught to read in SE. No population of children has been
taught to read using dialect materials. Mathewson (1974) found that ‘
reading dialect materials was an unfavorable experience for black children:
they disliked it, found it difficult to decode and more difficult to compre-
hend than SE. He did find, however, that when listening to stories, black
children not only preferred BE, but also comprehended BE better than SE.

- He suggests that dialect reading material should not be used with children

who have already learned to read with SE materials. This does not mean,
however, that the samé results would be obtained if children had been
taught to read with BE materials. Nor can it be concluded tha§ dialect is’
not related to difficulty in learning to read SE for some childr

The extent to which dialect interferes with reading comprehension
of SE iexts by BE-speaking children needs further study. The relation be-
tween oral reading and reading comprehension needs to be explored for
particular SE grammatical features. The major issue involves the relations
among receptive and roductive control of SE and comprehension of written
SE and the way sp&ci ic‘grammatical features affect oral language and
reading performance. The critical period of the beginning school years,
when these factors may interact to affect the child's learning to read, is
the time they must be studied

. ' Objectives

" The purpose of this investigation wes to examine subjects' per-
formance on languagel and reading tasks in order to study the relations

'

’
<

) 4
In this report, the term "language tasks" will refer to listening
and speaking tasks to distinguish them from oral reading and reading com-
prehension tasks. Actually, of course, reading tasks are "language" tasks

- also. i)
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between young black children's receptive and productive control of selected

grammatical features of SE, specifically SE verb forms, N

i

Two language tasks, sentence repetition and sentence comp’r'ehen-
sion, and two reading tasks, oral reading and reading comprehension, were
used to determine if the pattern of control of SE verb forms is the same for -
the various tasks and for each grade. Reésponses on the sentence repetition
and the oral reading tasks were examined to determine the extent and-* type
of structural interference that occurs when a BE-spea&king. child is asked

to orally reproduce SE in speaking and reading, Further, the relation be-
tween oral réading in SE and reading comprehension was studied in detail
Finally, the major objective was to determine the extent to which reading
comprehension is a function of receptive and productive c‘:ontr‘ol of SE. -

Specifically, the research problems were:

. "1. Is the pattern of control of SE verb forms the same for all
language and reading tasks? To what extent are SE responses on each
task a function of grade and the particular, verb forms? .
2. To what extent does native dialect interfere structurally in
_ black ch.ildren's oral reproductions of spoken and written SE verb forres ?
- _ What is the relation between nonstandard oral language production and
oral reading performance?

3. What is the relation between compreheasion and oral produc-
tion of SE among kindergarten, first and second grade black children? Is
the-relation between receptive and productive control of SE the same- for
all verb forms, and is it grade related? .

4, What is the relation between oralireading in SE and reading
comprehension among first and second grade black children? Is the re- -
lation between oral reading in SE and reading comprehension similar for
all verb forms and is it grade related?

5. What are the interrelations among aural comprehension, oral
production, oral'reading and reading comprehension of SE for first and
second grade black children? To what extent is reading comprehension a
function of receptive control of SE, productive control of SE, or receptive
and productive control taken together? W03
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PROCEDURES

Su/bjects

The subjects for this study were; 198 black children in grades kinder-
garten, one and two, selected from four elementary schools (Schools A,
B, C, and D). Schools A and B were locafed in different boroughs of New
York City and Schools C and D were located in different metropolitan sub~
urban nities on Long Island. All four schools were designated as
Title I schools, indicating they qualified for educational assistance funds
under the ESEA Act of 1965 to serve the needs of poverty children.

The.Title I designation was used as a Yross indicator of socioeconc?mic
level of the school population. Precise data on socioeconomic status of
_individual subjects were, not obtainable, In three schools, however, a
second index was used to confirm subjeéts' socioeconomic status. This
index was either the subject's designation as a free lunch student or as
a member of the"itle I target population. y

r

Selection E)f the Schools

P

%ols in communities with predominantly black populations were
sought for this study. Permission to conduct research in school districts
in the metropolitan New York area requires approval by the school board,
district administrators, principal and parents. Several schools were .
approached before final approval was obtained from fowr schools. The
investigators decided to include ‘all four in the study rather than select
from among them because (1) no one of thé four schools would have
'vielded an adequate sample at each.grade level, (2) the use of both urban
and suburban schools would provide greater representativeness,,and (3)

" using both urban and.suburban schools would add to the generalizability
of the results to a wider low socioeconomic status black student popula-
tion. s

Selection of the Subjects

All of the 228 black subjects in grades kindergarten, one and two for
whom parental consent was obtained were considered for inclusion in the
study. Eight children identified by teachers or school nurses as having
speech or hearing impediments were eliminated since these factc_)rs could.
bias performance on the language tasks. In addition, three children were
eliminated on teacher recommendation because of special learning dis-
abilities. Of the remaining 217 subjects, nineteen were lost due to

21
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attrition. They either moved from the community or were absent for an ex-
tended period so that it was impossible to obtain measures on each of the/
tasks required for the study. This yielded a total of 198 subjects who
met the ethnic (black) and low socioeconomic status criteria. Table1l °
gives the distribution of subjects by grade,, school and sex.

- Table 1
’ )

Distribution of Subjects by Grade, School and Sex

Grade -
”, ) Sex School
School K 1 . 2 Totals ~ Totals
‘M F M E M E, M [

A 5 ’6 11° 12 12 12 28 30 58

B 7 4 11 9 10 g8 28 21 49

C 8 7 9 11 9 9 26 27 53

D 71 g 6 4 5 20 18 38
Totals 27 24 40 38 35 34 102 96 198
Grade
., Totals 51 78 69

As Table 1 shows, there was a reasonable balance between the num-
ber of boys and girls at eagh grade level in each school, except for the
kindergarten in school B and the first grade in school D. In each case, girls
were lost due to attrition when they moved from the neighborhood.

* The mean ages in months and standard deviations for boys and girls
in each grade are listed in Table 2. : o Y
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) Table 2
Mean Ages in Months for Boys and Girls *
in Each Grade (N=198)
,Kindergirten » First Second
Group X SD . X . SD X ' SD
Boys 70.03  3.38 '83.15 4,38 94,94  6.06
(26%) (40) (35) A
Girls 70.04 4,38 81.24 3.03 93.45 4,59
(24) (38) (33%)
Total 70,04 3.85 - 82.22 3.88 94,22 5.41
(50%) (78) (68*) .
*Age data not available for 1 observation ,

Stimulus Materials

-

In order to.obtain an accurate picture of the relations betweenblack
children's receptive competence and productive control of SE grammatical
forms, it is necessary to measure the children's linguistic control through
multiple language tasks (Chomsky, 1964; Osser, et. al., 1968; Ervin-
Tripp, 1972) and, more specifically, to measure the children's linguistic
control of the same SE structures on each of the tasks (Ervin-Tripp, 1972).
This study was designed to do poth. The stimulus materials developed
for the study were designed toIe“st the subjects’ linguistic control ofsix
SE verb structures that are kno to have distinctively different forms in
BE (Labov, 1967; Politzer and Bartlex, 1969a and 1969b; Wolfram, 1969; .
Anderson, 1970; Fasold and Wolfram, 1970; Fasold, 1972). The six verb ‘
forms appeared in each of four tasks designed to measure receptive and
productive linguistic control of SE: 1) a sentence repetition task, 2) an

aural comprehension task, 3) an oral reading task and 4) a reading com-
prehension task. \

The following sections describe the development and rationale for
the stimulus materials used in all four tasks.

-
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-Stimulus Sentences

14

- Verb Forms Selected. Major sociolinguistic studies have shown that
the lailguage of low socioeconomic status urban black children differs
significantly from SE in the use of-verbs, primarily in the verb tense sys-
tem and in the use of the copula and auxiliary forms of the verb be (Fasold
and Wolfram, 1970; Fasold, 1972). "

i

[
¢

Based on previous findings on the verb system of BE, six SE verb
forms;were selected fop-study. These involved three broad categories of
grammiatical contrasts. They were (1) the third person singular present
tense';’:_s_ contrasted with (2) the past tense -ed; (3) the copula presént
tense singular [main verb] is contrasted with (4) the copula present tense
pluraf{main verb] are; (5) the auxiliary present tense singular is [is plus
verb jvith -ing] contrasted with (6) auxiliary present tense plural are [are
plus ?erb with -ing]. .

Lo drhi

® Prev1ous studies of this kind (Fraser, Bellugi, and Brown 1963;
Osse§ et, al,, 1968; Torrey, 1969) have shown that it is necessary to -
cons#lict stimulus sentences that isolate each of the six verb structures,
‘ntextual redundancy in order to determine whether the subject has

" lingu#tic control over the specifi¢ feature selected. The selectlon of

28f SE verb structures-that involve either a contrast in tense or a con-
# number provided for control of contextual redundancy. This is dis-
cussé® further in the following sections describmg the sentences used to
tense and number contrasts. :

1. Tense Markers

. Two of the major differences between BE and SE lie in the tense
mar of the third person singular present tense and the past tense, It

is noEuncommon to find that the past and present tenses.are expressed by
the #@me verb form in BE. For example, "The boy jump over the big puddle"

& Itis also true, however, that there is a high degree of variability in
the gBsence of the two tense markers. The -s and -ed tense markers

are J@t always absent; although the -s marker is absent significantlymore

athan the ~ed marker. It has been suggested that the past tense ~ed
mark@E is a part of the grammatical system of BE, while the third person
sing®ar present tense marker -s is not (Fasold and Wolfram, 1970; Fasold,
19728 And it has been shown that the frequency of tense markers is age
relaf -; they are present in the speech of adults more often than in the
speddih of children (Wolfram, 1969; Fasold, 1972). Although these studies
have®provided a great deal of information about speech production, they’
do ri¢& provide information about the relation between production and

hension of, specific tense markings. When studying first and.fourth
grade , Hall, Turner, and Russell (1973) found little support for the

24
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hypothesis that BE interferes with comp%ehension of SE third peftson sin-
gular present tense -s and the past tense —~ed markers, Labov (1967) on °*
the other hand, found that the -ed did ot function effectively as a marker .
of past tense in a reading task used with adolescents,
[ N

To test children's control of SE present and past tense markers, pairs
of sentences involving only a contrast in tense were used to control for
contextual redundancy. For example, in the sentences "The boy jumps
over the big puddle" and "The boy jumped over the big puddle”, the only
distinction between the sentences is the &ense as marked by the -s and
the -ed. : °2

o

Further . -the sentences were designed to permit study of linguistic

" control of the markers when they a) take on different phonetic shapes

(i e., allomorphs) and b) are found in different phonological environments.

la. Allomorphs. Evidence from major linguistic studies (Labov, 1967;
Fasold and Wolfram, 1970; Fasold, 1972) demonstrates that there are
important phonological constraints oh the use of SE verb forms by low

cloeconomic status urban blacks' The third person present and past

. terise markers, -s and -ed, take different phonetic shapes (allomorphs)

depending upon the final sound of the verb root. The present tense

.marker takes tha shape /s/ following nonstrident voiceless consonants,

as in jumps, /z/ following vowels and nonstrident voiced consonants,as-
in climbs, or /tz/ following strident consonants (sibilants and affricates)
as in washes. The past tense marker take$ the shape-./t/ followifng. voicé-
less consonants, as in jumped, /d/ following wgwels and voiced conson-

_ants, as in climbed, or /¢d/ following verbs endingin/t/and /d/

Although a number of studies have examined the productive control of
SE by low socioeconomic status blacks through the use of a set’ of stimulus

sentences similar to the ones developed in this study, few have controlled -

for the possibleeffects of the allomorph selected, (For example, see
Garvey and McFariane 1968 and 1970.) The effects of the phonological
shape of the verb marker can be controlled by selecting verbs all of the
same class or by having an equal sampling of differentverb classes within
the set?of stimulus sentences, Througha sampling procedure, the effects
of the shape of the verb marker can be studied as well as controlled.
Although Hall, Turner and Russell (1973) controlled for the possible
effects of the shape of the verb markers by selecting all present tense
verhs requiring the /z/ allomorph- and past tense verbs requiring the /t/
allomorph, the results of their study can be generalized only to these
cases,
In another study, however, Berdan (1973) selected and studied the
/¢z/, /2/ and /s/ third person singular present tense marker and found
that there were significant differences in the use-of these three SE verb

markers. The /#z/ allomorph was uéed least often and the /s/ allomoz;ph
. pu ‘) N ° A
/

(-
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was used most often, He also found a significant interaction betwe®n
allom‘orph gnd grade level.,

&

»
>

Fasold's findings (1972) confirmed that thet /s/ and /z/ allomorphs
are present more than the /#z/ allomorph, but he indicated that the
* phonettc shape of the allomorph actually had little effect on its presence
or absence. Fasold and Wolfram (1970) and Fasold (1972) showed, however,
that the realization of past tense markers does vary with their phonetic
‘shapes. BE-speakers censistehtly use the past tense allom\orph /i—d/ more
‘ / often than the allomorphs /t/ and /d/. . .
In light of the preceding information, past and present tense sen-=
tences- 'were devgaloped which- -permitted the control and study of allo-
morphs of each tense marker, “as ‘shown in Table 3. '

Table 3

Past-and Present TenSe Allomorphs'

A .

+

Present Tense . : ) Past Tense
‘Clacss Example __Class *Example X
A. /s/ jumps A, /t) jumped »
B.  /z/ climbs B. * /d/ climbed
\C. /kz/ washes CP* washed
CP* ‘- plants ) C. /8/ plar;tec; ‘
.

1} * CP=Contrast picture only

It can be seen that in the A and B classes, the same verb can be
used to contrast the present and the past ténse because the verbs marked- by
/s/ or /z/ in the present tense are marked, respectively, by /t/ or /4/ in
the past tense. This pattern does not hold for verbs ending in sibilants ,
however, where the present tense marker is formed by the allomotph /tz/
but the past tense is not formed by the allomorph /¢d/, i.e., the pasttense
verhynarker for wash is a /t/ and not an /¢d/ so the same verb could not,
be used to test both the past and present tense of class C. ‘By the same

.token, verbs which take the /¥d/ allomorph in the past tense do not take
the allomorph-/#2/ in the present tense.
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An equal number of stimylus sentences was developed fot each of
the two tense markers: two sent&nces for each allomorph (a total of 'six
present tense’and six past tense sentences).. These sentences were used _
in the two productive tasks. In the comprehension tasks, hoﬁever, the
present and past- cohtrast was maintained In the class C case, 3s shown
in Table 3, by presenting the appropriate p1cture to test comprehension of
the /tz/ present tense verbs and the/i-d/ past tense verbs.

.+ 1b, Environments. Previous research has shown that the use of
present tense - —~S and past tense -ed markers are also affected by the \
phonological environment following the verb. For example, Labov (1967)
and Fasold (1972) both found that the past tense marker ~ed is absent more
often when the word ,following the verb begins with a consonant than when
it begins with a voWel - They disagree, however, about the effect ofthe
following phonolog'ical environment con the present tense marker ~s, Inhis
New York population of adolescents, Labov found that the =s marker was
more likely to be deleted before a vowel than before a consonant. In®
Washinqton +D.C., Fasold found that adolescents were slightly more
likely to omit the =s marker before an initial consonant than before a
vowel, The results of ch1—square tests, however, showed that the effect

of the following environment was not profound enough to be significant.
P 4

&

* ' 1
In order to test the influence of the following phonological environ-

ment on the presence or ‘absence of the ~s and ~ed markers, half the

- sentences in the present study contained verb markers which appeared
before consonants while the other half contained verb markers which
appeared before vowels. In those sentences in which the past tense
markers preceded a consonant, however, no words beginning with /t/ or
/d/ were used since it is impossible to perceive the presence of the ‘-_e_c_i_
marker in such an environment., For example, in the sentence, "He walked
downtown, " the -ed cannot be perceived even in SE speech.

Table 4 summarizes the final design for the 12 sentences used to
test present and past tense markers. :

»
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Table 4

.

Design for Present and Past Tense Sentences

Present Tense . Past Tense
Class Environ- Example Class Environ- Example
ment ‘ment
/ \ ‘ | :
/s/ ‘ V  1.jumps over /t/ \' 1.jumped over
K 2.picks five ' K 2.pjcked five
/z/ V  1.climbs up /d/ v 1.climbed up
‘ K '2.pullsmy K 2.pulled my
/tz/ \' 1.washes out . , *CP washed out
K *2.pushes rocks \ *CP pushed rocks
*CP plants all /td/ V  1.planted all
*CP hands me _K 2.handed me

*CP=Contrast picture only

* A,k;/ ’ : N
2. Is and Are

Another major difference between BE and SE lies in the use of theverb
be. The frequent omission of is and are is characteristic of BE,

Full forms do exist in BE, but the tendency is for BE speakers to de-
lete is and are where SE speakers can contract to the 's arid 're forms
’Labov 1969: Fasold and Wolfram, 1970). It also has been found thatare
is deleted more often than is (Wolfram, '1969; Fascld and Wolfram, 1970). 70) . 1
Further, when the full forms are used, the lack of number agreement is

) characteristic of BE, Some BE speakers tend to use the present tense is
for ali” ‘persons, e.g., "The boys is there," "You is there" (Fasold and
Wolfram, 1970). ;

v

1 ’ ) '
In this study, no attempt was made to distinguish between-‘coni-acted
and full forms, both of which were counted as presence of'a form of the

Q . copula or auxiliary.

- z3
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Stimului sentences were designed to test for SE forms of is_ and are,
both as main verb and as auxiliary. .The other variables tested were pre-
ceding phonological environment and whether the stimulus sentence pro-
vided a single cue or double cue to number.

Contextual redundancy is ‘more difficult to control in the case of
singular/plural contrasts involving is and are , since in most sentences .
both the noun and:verb give cues to number. There are exceptions, how-
ever, including those nouns, such as sheep, fish, deer, which have

+ +  identical singular and plural forms. This is discussed further below.

2a.’ Environments. Stimulus sentences to test is and are as main
and' auxiliary verbs were developed to show the effects of preceding
phonolégical. environment, i.e., the last sound of the preceding noun.
Labov (1969) found that is was deleted and contracted more often when it
followed a pronoun than when it followed a noun phrase. When he studied
the noun phrase endings he found the i_sv_ deleted most often when preceded
by a noun ending, in a sibilant or a vowel, and least often when preceded
by a voig{: or voiceless nonsibilant consonant. Specifically, four classes
of preceding environment affected frequency of deletion of is in the following
descending order: .

+

1) -V___ vowels

2) -S__ sibilants
~ , .
3) -KY_ 'nonsibilant voiced consonants
4) -K° nonsibilant voiceless consonants

In the present study, three of these four classes (2,3 and 4) were
used in the development of the stimulus sentences to test the main verb
and auxiiiary is: nouns ending in sibilants (-S); nonsibilant voiceless
consonants (-K°); and nonsibilant voided consonants (-KV). Sentences to
test main verb and auxiliary are included the tBre& ¢lasses that were the

~comparable plural formations of each of the is classes, i.e., the /tz/ for
" nouns ending in-2vhilants, the /s/ for nouns ending in nonsibilant voice-

less consonants, and the /z/ for nouns ending in nonsibilant voiced con~
. sonants.

Since the phonological condition following is and are has not been
‘found to be a major constraint on the realization of the copula, it was
'not used as a variable for study; in all stimulus sentences, is and are
are followed by words which have voiced consonants as their initial sounds.
Table 5 represents the design used to develop sentences for the

three classes of the main verb and auxiliary verb forms is and are.

\
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Table 5

.

Preceding Environments for Is and Are Sentences

Main Verb is - 'Main Verb g;,_ N
- C’a.ss,\ Ilustration .Class Illustra;ion
/—8 - house is very - S/+z/  houses are very
| -Ke duck is near . Ke/s/ duck.s' are near ¥
, -KY .  car is between KV/z/  cars are be—;veen '
Auxiliary is Auxiliary are
Class Illustration ‘ Class ___Illustration
-S house is bur;ling K S/i-z/‘ houses are butrr'xing
-K° book is lying : Ke/s/ books are lying
'S dog is barking KV/z/ -dogs are barking

2b: Number of Cues. The other variable in is and are. sentences
is the single or doubie cue to number. In the present study, half the sen-
tences invoglved identical singular plural (ISP) nouns (fish, sheep, deer)
so that the only cue to the distinction between sentence pairs was con-
tained in the form of the verb, e.g., "The fish is diving to the bottom,"
and "The fish are diving to the bottom." Such sentences, however , are
not common in SE. In order more nearly to represent everyday speech,
sentences were constructed with the use of regular nouns (RN) ,e.qg. .
"The house_ is. burning to the ground ." and "The houses are burning to
the ground.” These provide two number cues, one in the noun andeone in
the verb. Although such sentences contain contextual redundancy they
represent more reatistic use of SE and provide the opportunity to study
children's knowledge of noun verb agreement in the use of ig and are.

Hall, Turner , and Russell (1973) compared children's performance
on single and double cue sentences of the type " boy climbs" vs. "deer
runs." They found that, ‘in general, comprehension was higher for double
cue than for single cue sentences, but comparisons could be made only
for the third person sing}llar of the present tense verbs selected. in the
present study , using is and are provided for a comparison of both singu-

Q lar and plural present tenr' in single and double cue sentences. -

ERIC ST
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For each main verb and auxiliary form, six sentences were con-
structed; one with a single number cue’ and one with two number cues for
each of the three environments. Table 6 shows the final design for the
main verb and auxiliary is and are stimulus sentences used in this study.

Table 6

-
-

i

Design for Main Verb and Auxiliary Is and Are Sentetﬁes

Main Verb is

Main Verb are

Environ- Cues Illustration Environ- Cues Illustration
ment, ment
S_ 2 house is very S_ "2 houses are very
1 fish is very 1 fish are very
Ke_ 2 duck is near Ke_ 2 ducks are near
1 sheep is down 1 sheep are down
KV_ 2 car is between KV_ 2 cars are between
1 deer is behind 1 _.deer are behind
Auxiliary is Auxiliary are
Environ-  Cues Illustration _Environ-  Cues Illustration
ment " __ment
S_ 2 house is burning S_ Zg,‘;} houses are burning
1 fish 1s diving " fish are diving
Ke_ 2 book is lying Ke_ 2 books are lyinyg
. 1 sheep is running 1 sheep are running
KV_ 2 dog is barking KV_ 2 dogs are barking
1 1 deer are drinking

deer is drinking

/ccabulary Control and Sentence Length. Two additional controls -

were imposed in constructing the stimulus sentences:

sentence length

and vocabulary. All sentences were limited to seven or eight words, a
length that has been used successfully in previous studies employing
imitation and comprehension ¢asks with black children of similar age groups
(Osser, et. al., 1968, with kindergarten children, and Hall, Turner and
Russell, 1973, with first and fourth grade children).

Since the sentences were used in the reading tasks as well as
in the language tasks, the vocabulary was controlled in order to assure

31
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children. Basic lists of easy vocabulary and word lists in primary grade
reading textbooks were used to select the words in constructing the
stimulus sentences. In order to construct sentences that were as natural
as possible, given the linguistic constraints, a few words were used that
were not on the selection lists. The use of these words created no problem
on the language tasks. In the case of the oral reading task, difficulties
were handled by task administration procedures which are described later.

Apbendix A contains a list of the 36 stimulus ;'.enteru:es used in the
study. The critical features of each structure are indicated by the under-
lining in each sentence and scoring criteria are listed.

Stimulus Pictures

When the sentences fop each of the six contrasting verb forms were
constructed, corresponding sets of pictures were designed for use in the
aural comprehension and the reading comprehension tasks. The two pic-
tures used for each sentence contained the Same representation of
elements and differed only in the contrast to be observed: the time of the
action, the number of elements possessing an attribute, or the number of
elements performing the action., All drawings were prepared by a graphic
artist in black ink on white paper. Appendix B contains examples of pic-
tures weed in the study. Pictures also were prepared for each of the three
practice sentences. )

Validation and Pilot Testing of
Stimulus Materials

v °

When the initial set of sentences for each of the six contrasting verb
forms were developed y were submitted to two linguists specializing
in BE.! The two lingdists verified the selected verb structures as having
nonstandard variants in BE and that the sentences met the criteria set for
the selected iinguistic variables under study.

The stimulus sentences were then pilot tested in a sentence repeti-
tion task given to 33 low socioeconomic status black children in kinder-
garten, first and second grade in a New York City school comparable to
the ones used in the study. When the Kuder-Richardson formula 20 was
applied to total scores,the reliability of the task was .86, The reliability
of the six sentences in each verb structure scale was tested using the

P .

1
”Roger Shuy, Georgetown University,and Margaret Kocher, formerly
with The Center for Applied Linguistics.
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Horst? modification of the Kuder-Richardson formula 20, - The results for
each scale were: ,56 for the third person singular present tense, .54 for
the past-tense, .50 for main verb is, .82 for main verb are, .58 for
auxiliary is , and .80 for auxiliary are . Given the size of the pilot sample
and the fact tha¥ the six items in each scale were intentionally designed
to test three different classes of a verb structure under two different
conditions, these scale reliabilities were considered acceptable for the
study. If all six sentences in a scale had been constructed of more homo-
/‘ geneous items, if.e,, items testing one class of each verb structure under
a single condition, higher scale reliabilities would be expected.

Next, to determine whether the pictures adequately represented the
contrasts intended, the pictures were presented to 27 children in the
pilot study®ample. The children were asked to select the picture that
best represented each stimulus sentence and were asked why they made .
their choice. Although this procedure differed from procedures ased in the
final study, the subjects' scores based on picture selections were sub-
jected to the Kuder-Richardson formula 20 and a reliability of .65 was
obtained. . ' . '

The pictures also were presented to 12 white middle~class kindergar-
ten children using the same procedure, to determine if young children who
speak SE could discriminate between the two pictures and describe the
tense and number concepts represented by them,

On the basis of the pilot test, all the selected critical structures
were retained in the final set of 36 sentences. As a result of the child-
ren's responses in the pilot test, six sets of pictures were revised to
represent more clearly the grammatical contrasts under study,

P

Receptive and Productive Tasks

. The 36 stimulus sentences described above were used in all four
tasks--two receptive and two productive--described below. The pichires
were used’in the two receptive tasks. .

Oral Language Tasks

The oral language ta;.ks constructed to measure the.subjects' recep-
tive and productive linguistic control of the six selected SE verb forms
were a sentence repetition task and a sentence comprehension ta7.

.

1 v
Horst Modified Kuder-Richardson Formula in Guilford, J.P. Funda-
mental Statistics in Psychology and Educatiqn, New York: McGraw Hill,

Q
1965, . 461-2,
ERIC PP aa
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Sentence R@etition‘Task. The sentence re;petition task (SR)--
called sentence imitation by some researchers--was used to measure the
‘subjects’ productive control of SE.

The 36 stimulus sentences, which had been tape recorded by a
native speaker of SE, were presented one at a time. Three practice
sentences were used to insure that children understood they were to lis—
ten carefully to each tape recorded sentence and then repeat exactly what
was saild. If a chtld failed to respond, Mrded sentence was
repeated once. The subject's reproductions of eachof the 36 stimulus

sentences werg.tape recorded on a Sony 800B reel—toﬁéel recorder using
an external rficrophone. L

Researchers (Labov and Cohen, 1967; Lenneberg, 1969) have shown
that sentence repetition is a valid technique for measuring children's ccn-
trol of specific linguistic structures. This technique has been used
successfully with black children of various ages to measure their produc-
tive competence in SE (Garvey and MacFarlane, 1968, 1970; Osser, et.
al., 1968; Baratz, 1969; Hall and Turner, 1971; DeStefano, 1972; and
Hall, Turner and Russell, 1973). ’

Sentence Comprehension Task. The sentence comprehension task
(SC) was used to measure subjects' teceptive control of the six verb forms.

In the SC task, sub;ectsa were presented with 36 sets of two con-

trasting pictures, one set for each stimulus sentence. The pictures
were arranged so that the correct choice varied randomly from one sentence
to the next. To test comprehension of each SE verb structure, the subject
was presented with the appropriate set of contrasting pictures, and was
asked by the examiner to listen carefully to the tape recorded stimulus .

, sentence, look at the two pictures and point to the picture described by
the sentence. The subject's picture selection was recorded by the examiner.
If a subject did not respond to a test sentence after 10 seconds, the sen-
tence was repeated. If a subject gave more than/bne response or changed
a response, the sentence was repeated and the subject's final choice was
recorded. In this task, also, three sets of pictures and stimulus sentences
were used as practice items.

Similar techniques have been used to measure young children's
'~ comprehension of grammatical structures in their native dialect (Fraser, &
@ Bellugi, Brown, 1963; Lee, 1969; C. Chomsky, 1969) and with black
children to test their receptive competence in SE (Osser, et. al., 1968;
Hall and Turner, 1971; Nurss and Day, 1971 [Boberts, 1972 Hall, Turner
and Russell, 1973).
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Reading Tasks’ ‘

To test the subjects' productive and receptive control in reading SE,
an orakreading task (OR) and a reading comprehension task (RC) were
devised. These tasks used the written form of each stimulus sentence
with its corresponding set W contrasting pictures, )

Oral Reading Task. Each subject was preéented with the 36 sentences,
ore at a time. Each sentence had been typed in primer type on the lower
half of an 8 1/2 by 11 inch page. The subject was asked to read the
sentence aloud and the oral reading was tape recorded on a Sony 800B
reel-to-reel recorder., The child was encouraged to decode the words
independently., However, if the child was unable to decode words*
within 10 seconds, the examiner assisted by cuing difficult words, éxcapt
those containing ithe critical structure, When 3 subject was unable to
decode words containing the critical structure, he was directed to skip
those words and continue with the rest of the sentence and was then asked-
to read the sentence again trying to fill in'the missing words. (In most
cases, childrep were then able to supply the missing words.) When a
subject made a false start, repeated parts of a sentence, or reread an
entire sentence after decoding it, the final reading of the sentence was
used as the measure of oral reading. ’

Reading Comprehension Ta'sk. The reading comprehension task was
administered along with the OR task. Immediately after the child com-
pleted the oral reading of a stimulus sentence, he was shown the appro-
priate set of contrasting pictures and was instructed to select the one he
had just read about. The pictures were shown to the subject after the
sentence had been read orally in order to eliminate any reading clues from
the pictures. In the RC task, as in the SC task, pictures were arranged
s¢ that the correct chois;.uad.&yﬂdomly. The gubject's picture selec~
tion was recorded by the examiner, as the measure of comprehension of
the stimulus sentence. If the subject gave more than one response or
changed his selection, the final choice was recorded., Three practice

sentences, and their corresponding sets of contrasting pictures were used
to insure that the subjects understood both the OR and RC tasks.

Testing Procedures

+

The testing procedures and the procedures used to control for experi~
mental effects are described in the following sections.

Task Administration

Subjects were given all the tasks during March, April and May, near
the end of the school year. All language and reading tasks were adminis~
O _ered to subjects individually by the two principal investigators and two

ERIC | 35
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research assistants trained in the administration of the tasks. The sub-
jects were randomly assigned to the four examiners to control for examiner
effects on each task. The examiners were white and had more than five
years experience working with young black children. The school setting,
with white task administrators,was intended to create a social context
which would maximize the child's use of SE.1

The SR and SC tasks were administered to the 198 subjects in kinder-
garten, first and second grades. These two tasks were given to each sub-
ject in the first testing session which lasted approximately 30 minutes,1%
minutes for each task.

The OR and RC tasks were administered to first and second grade
children in a second testing session. Of the 78 subjects who were able
to complete the reading task, most second graders and some first graders -
were ablé to do so in one sitting. Examiners watched for signs of fatigue
and permitted subjects who showed such signs to take the reading task in
two sittings, half of the sentences the first day and the other half the
following day.

- Although the original design called for the administration of the '
reading tasks to all first and second grade subjects in the study, it was
apparent that many first graders were unatle to read well enough to pro-
vide an adequate sampling of reading behavior for analysis in this study.
Using responses to the practice sentences and the first six test sentences,
examiners were able to judge the subjects’ ability to complete the reading
tasks. Thirty-four of the 78 first graders in the study were judged to be
nonreaders and were eliminated from the reading task sample. These
judgments were, in each case, verified by the subject's teacher. The
reading tasks were completed by 113 subjects, 44 in the first grade and
69 in the second grade.

Control of Experimental Effects

»

I ]

Specific procedures were used to control for effects related to sen-
tence order and task drder. These are described below. ‘ =
Random Sentence Order (RO). In order to control for the effects of
sentence order, the 36 stimulus sentences were presented to subjects in
one of two random orders. The first random order (RO 1) was obtained by
assigning the stimulus sentences a number from 1 to 36 using a table of
random*numbers. Thée second random order (RO 2) was obtained by divid-
ing the stimulus sentences in RO 1 into four equal parts of 9 sentences
each and reordering the sentences so that the first and last nine sentences
became the middle 18 sentences, and the middle 18 sentences became
the first and last nine.,

Q . IDuring the last week, an SE-speaking black graduate student
EMC 3¢ assisted,but the number of subjects tested was negligible in terms of the
S total; therefore,it is doubtful that results were affected by race of examiner.

5
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Stimulus tapes and pictures were prepared for each random order.

Subjects were randomly assigned to one of the two random orders for all
of the tasks they completed

‘Language Ta sk"Order (TO). Subjects took the reading tasks
last, however, in order to control for order effects on the oral language
tasks, subjects at each grade level were randomly assigned to one of two
task orders. In task order one (TO 1), subjects took the SR task first
followed by the SC task. In task order two (TO 2), SC was taken before

SR. Table 7 shows the resulting RO by qudistribution of the 198 subjects
who took the SR and SC tasks.

Table 7

-

Random Order by Task Order Distribution of Subjects
for the SR and SC Tasks (N=198)

RO 1 RO 2
- 0 1 TO 2 " TO 1 TO 2
51 50 * 50 47
Totals . Totals
RO 1 =101 | RO 2 =97
TO 1 =101 TO 2 =97

Reading Sentence Order (R60). Although subjects were assigned to
RO 1 or RO 2, the effects of sentence order were further controlled in the
reading tasks so that the subjects would not be reading the sentences in
the same order in which they had been presented to them in the oral
language tasks. To accomplish this, subjects were randomly assigned to
one of two reading sentence orders. In reading sentence order one (RSO
1), subjects were asked to read sentences 1 to 18, followed by sentences
19 to 36, and in reading sentence order two (RSO 2), they were asked to
read sentences 19 to 36, followed by sentences 1 to 18. Table 8 shows
the resulting RO by TO by RSO distribution of the 113 first and second
gra‘de subjects who completed the reading tasks.

- y
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Table 8 .

i bt

oy
i

RO by TO by RSO Distribution of Subjects
Who Took the Reading Tasks (N=113)
3 }

kR

3 RSO1 RSO 2

RO 1 TO 1 17 10
TO 2 17 13

\
3 RO 2 TO 1 14 15
1 TO 2 12 - 15
Total : 60 53

-

-

Zthin the constraints inherent in the use of three grade levels in
four dffferent schools and the loss of subjects due to attrition, distribution
of subfects for the languagg and reading tasks were reasonahly balanced
to corffol for experimentdl éffects related to sentence orders and task
order . % Statisticai checks an the control of these experimential effectsare
reported in the findings section.

Analysis of Task Responses

Trarscription of SR and OR Responses

The first step in the analysis procedures wds the transcription of the
Bl OR tape recordings. Speciﬁc procedures were developed for trans-
g tapes in order to establish an accurate record of subjects’ re-

fes to the SE forms in the stimulus sentences.

1nv tigators and three research assistants using an adaptation of the
Reaing“Miscue Inventory RMI) (Y. Goodman and Burke, 1972).1

hd

o
1

E The RMI was selected as the basic system for transcribing tapes
begause it could be adapted easily for use in transcribing both the SRand
the.OR samples. The RMI system permits recording of substitutions,
omissions, insertions and repetitions, all of which were exhibited by sub-
jects in the sample. Variations in pronunciation were not recorded urless
they involved a change in the phonemic shape of a marker within the N

critical structure.
33
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The team of transcribers met to compare transcriptions and to identify

-areas in which problems occurred. Discussions helped to resolve some
disagreements but those that remained were listed writh specific examples
from the tape recordings. This list of ptoblem dreas was used_as the
basis for a training session with a linguist specializing in BE. 1 Culide-

. likxes for listening for specific phonemic representations of the critical
structures were established with the help of the linguist., Using the set
of guldelines, the team practiced independent transcription of additional
tape recordings un_til an inter-rater agreement of 90% was reached.

transcribing, the filve members of the research team were organized into
ten transcription teams. Then each SR and OR tape was randomly
assigned to one of the transcription teams. Using this procedure,
each subject's responses were ‘transcribed independently by the two
members of a transcription team. The two transcripts were compared and
where differences occurred, the transcribers listened to the tape record-
ings together to resolve them. If disagreements could not be resolved,a

transcriber from another team listened tc the tape to resolve the disagree-
ment,

Transcription of Tapes. In order to control for 1nd1v1dua1§<{s in

:

Coding of SR and OR Responses

All the different SR and OR responses to the critical structuges inthe
stimulus sentences were listed and tallied. It was found that all resporses
could be classified into five categories: (1) critical SE responses (CSE),
(2) SE form changes (S FC), (3) nonstandard responses (NS), (4) indeter-
minate responses, and (5) other. A description for each response category
follows,

Critical Standard English Responses. A response was categorized as
a critical SE response (CSE) ff it matche? the critical structure exactly or,
in the case of the main verb is and auxiliary i{s, was a contracted form.
The use of the SE grammatiocal form of the critical structure was the
criterion for assignment to this category; therefore, if a child substituted
a different word in the critical phrase but retained the expected grammati-
cal form, his response was asstgned to this category. For example, if a subjact
responded "boy_ runs over" to the stimulus "boy_ jumps over" it was .
categorized as a CSE response., Appendix A contains the criteria usedto
score CSE responses, :

h

- 1 -
Margaret Kocher
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Standard English,Form Changes. Responses which did not match
" the critical structure as given in the stimulus sentence but were alternate
forms of SE were categorized as SE form changes (SFC). These responses
tended to reflect transformations in tense and number. For example, if a
subject responded "mother_ washed out" or "mothers wash_ out" to the
stimulus "mother_ washes out" the response was categofized SFC. As
in the preceding category,semantic substitutions were accepted as long

as the response was §E in form.

Nonstandard Responses. Responses to critical structures that
could not be considered SE were categorized as nonstandard responses
(NS). Most of these responses were predictable BE equivalents of the
critical structures while others were obviously idiosyncratic to individual
speakers. Since criteria for CSE included presence of the marker as well” N
as subject-verb agreement for; stimulus sentences involving the third per-
son -5, responses such as "the monkey_ climb_ up" and "the monkeys
climbs up" were both categorized NS. In the first case, the third person
present tense marker ' was deleted and in the second case (a case of mixed
forms), the marker was present but the response does not meet the criterien
of subject-verb agrecement. Similarly, for the main verb is, responses
such as "the sheep _ down" and "the sheeps is, down" to the stimulus
"the sheeg_ii down" were categorized NS.

This category also included nonstandard responses that involved
changes in the verb form. For example, responses such as "the dog_ .
are pulling" to the stimulus "the dog_ pulls” were categorized NS. In-
cluded also were responses which involved changes in the phonetic shapes
" of the critical tense markers and reflected hypercorrection or lack of con-
- trol of the SE structures. For example, responses such as "jumpted" for
"jumped" were categorized NS. .

Indeterminate Responses. When it was impossible to determine
whether the resf)onse was SFC or NS. it wascategorized as indeterminate.
Indeterminate responses occurréd in the third person present tense sen=
tences, and the main verb are and auxiliary are sentenceswthat involved
ISP niouns. For example, féor the stimulus "girl pushes rocks, " in a few
cases it was imposﬁble to determine whether a subject had responded
"girls _ pushing rocks" (NS) or "girl's pushing rocks" (SFC). For sen-
tences involving ISP nouns with the main verb are and auxiliary are, such
as "the deer are drinking" it was impossible in some cases to judge .
whether the subject had responded "the deers _ drinking" (NS) or "the ' o
deer's drinking" (SFC). Such responses were categorized as indeterminate. )

Of a possible 7,128 resppnses on the SR task, there were only 28
" responses, or less than half of 1%,judged to be indeterminate. ofa
possible 4,068 responses on the OR task, only 16 responses, or less than
half of 1%, were judged to be indeterminate.

490
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Other Responses., The final‘category represented those responses
for which thg critical structure was partially or totally inaudible, the re-
sponsegwas lost due t® an error in recording progedures, or the phrase - A
containing the critical structure was partially or totally omitted by the 7
subject. In addition, if the examiner inadyertently cued a child on criti- -
cal structure words in OR, these responses were eliminatefd by categorizing
"~ them as Other. On the SR task, there were 12 (less than half of 1%) and ~
on the OR task, there were 16 (less than half of 1%) responses that .
were lost for the above reasons and therefore categorized as Other.

All subjects' responses to the critical structures in SR and OR were
coded using the system described above. Additionally, types of responses
were tallied within each category separately so that-the frequency and per- - -
cent of such responses within categoriesiould be retrieved. This proce-
dure provided a description of linguistic performance on each task and on
specific structures within tasks and allowed examination of patterns of '
responses for individuals and for groups. For example, if subjects did
not respond with the critical SE form, it was possible to determine whether

- they responded in nonstandard forms or in alternate SE forms, thus pro-
viding a.more comprehensive picture of their control of SE in sentence re-
. petition and oral reading. : “

. i "l\
_

Scoring of the.Tasks T e

N
.

: A‘wo types of scores were calculated for all oral language and
reading tasks; namely raw scores and percentage scores, $

Raw Scores. the SR and OR tasks, the swﬁt's raw score was
the number of CSE regnses, that is, the number of r&¥ponses that matched -
the critical structure exactly or were acceptable variations of the 36 sen-
tences in each task. (Appendix A contains the criteria for scoring CSE re-
sponses to the six SE verb forms), The subject's raw score for SC and RC
was the number of pictures selected correctly for the 36 items on each
task, or for each verb form, the number selected correctly of the six items
for each structure. ’ : .

(4 ~

’

PercentajLScoreﬁ. In addition, each subject's responses on the g @
four tasks were converted to percentage scores., For SC and RC, a sub-
ject's CSE percentage score was simply the percentage correct of 36 items
on each task, or, for éach verb form, the percentage correct of six {tems.

-~

For SR and OR, three percentage scores were calculated for edch sub=
ject. These were the percentage of CSE, SFC, and'NS responses, based
on the subject's scorable respohses for each task or for each verb form, - -
. . Each subject's scorable responses were the number of items in a task
(36), or for a verb form (6), minus the total number of

S |
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indeterminate and other responses. Therefore, each of the three scores
represent a ratio of the frequency of each type of response to the number of
possible responses for each subject. .
* . »

- Percentage scores were used in the statistical analyses for each
research problem. Raw scores were used in some preliminary analyses and
for descriptive data such as frequencies of CSE responses to sentences in
the SR and OR tasks.

.

Reliability of Tasks
- - '
The Kuder-Richardson formula 21 (KR-21) was applied to subjects’
percentage scores in order to obtain an index of the reliability of the tasks
" used in this study. Reliability was established on CSE and NS percentage
scores since these scores were used in the statistigal.analyses of there-4
search problems. Table 9 presents the KR-21 values and the means and -

A

g standard deviations for CSE scores on all four tasks and for NS scores on

the two productive tasks. These statistics are presented for the SR and

" . 8C tasks for the total K, 1 and 2 sample and for all four tasks for the first

and second grade.readers.

? 'fable 9

Means, Standard Deviations and Reliab111tes of CSE and NS
Percentage Scores on the Four Tasks

_ CSE Scores NS Scores

Group Task X SD  KR-21 X SD KR-21
K,land 2 *SR 69.39 18.02 .94 18,83 13.99 .93
Sample .
(N=198) SC 57.97 9.02 .70
1and 2 SR 74.95 15.57 .93 14.58 11.22 .91
Readers | o
(N=113) SC 61.50  8.96 .71

OR 72.46 15.20 .92 19.63 13.59 .92

RC 60.30 .9.26 .73

£2 |
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As the data in Table 9 show, the two productive tasks (SR and OR)
were the most reliable .with coefficients above .90 for' subjects' CSE and : :
NS percentage scores. The coefficients for the two comprehension tasks
(SC and RC) are comparable but indicate that thése tasks were somewhat .
less reliable than the productive tasks. ' '

122
5

The lower reliabilities of the comprehension tasks are explained in
part by the fact that the standard deviations for the cSmprehension tasks
are substantially smaller than those for the productive tasks indicating
less variability in subjects' performance on the SC and RC tasks. It is
‘possible that guessing affected the reliability of the comprehension
tasks since only two pictures were used with each sentence, It might
have been more appropriate to use a third neutral picture as a decoy to
reduce guessing., On the other hand, the differences in standard deviations
between productive and receptive tasks might indicate that among young
school-age black children there actually exists considerably less variation
in the ability to comprehend SE than in the ability to produce SE.

-
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I
FINDINGS

. The results of the study are presented in this chapter in six sec-
tions: preliminary findings for control variables, sex and school effects;
patterns of acquisition of SE verb forms in language and reading tasks;
interference from native dialect in oral reproductions of spoken and#written
SE: relation between receptive and productive SE responses; relation be-
tween oral reading and reading comprehension, and relations among recep-

tive and productive language and reading skills in SE verb forms.

Preliminary Findings

Before the data for each research problem were analyzed, several
preliminary analyses were done to determine if there were any systematic
effects due to control variables, sex and school. ’

Control Variables ' ‘

Procedures to control for effects related to the order in which the
sentences were presented (RO), the order in which the SR and SC tasks
were taken (TO) and the drder in which the reading task sentences were
read (RSO) were described in Chapter Two.

To determine whether effects due to RO and TO were successfully
controlled, the data for each task were subjected to a 2 x 2 analysis of
variance. The results (see Appendix C) show there were no significant
maim-effects due to RO or TO on any of the four tasks, nor were thereany
significant effects due to the interaction of these control variables.

significant differences between the two reading sentence orders (RSO) for
either of the reading tasks or for any of the verb structure scores within ¥’ )
the tasks. Based on results of these preliminary}analyses, the threé con-
trol variables were pooled in the analyses of the research problems.

In addition, results of t tests {see Appendix D) show there werenxo

Sex

In order to determine whether there were any significant differences
between the SE performance of male and female subjects, the data were
analyzed by sexfor each of the four tasks. The results (see Appendix E)
show there were no significant differences related to sex for any of the
four tasks. Further, analyses for each verb form within each task were
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computed and no differences between male and female sub]ects perfor=-
mance were found except for the past tense ~ed on the twc comprehension
tasks, Since the analyses show no signlﬁcant differences between the
sexes for any of the four total task scores and only two significant dif-
ferences (at p<€,05) for the 24 verb structure scores, data for sex were
pooled 1n the analyses of the research problems. Further evidence of the
absence of any systematic relation between sex and SE performance is
indicated by the correlations between sex and scores on each of the tasks
(SR: r=.00; SC: r=.09; OR: r= .05 RC: r = .05).

Séflools

\

-

Since it was necessary to draw the sample from four schools in
order to obtain an adequate number of subjects for this study, an analysis
/as performed to see if the groups were homogeneous. Tests of homo-
geneity of variances using Bartlett-Box F showed there were no significant
differences in the school variances for performance on any of the four SE
tasks (SR: F= .253; p= .86; SC: F= .75 p=.52; OR: F=1.40; p=.241;
RC: F= .61; p= .61). j

: The results of these preliminary analyses indicate that the subjects
drdwn from the four Title I schools in predominantly black low socioeco-
nomic areas formed a reasonably homogeneous sample. Since homoge-
neity of school variances was found for the four performance measures and
since school differences were not a major focu$ of this study, school data

were pooled for the analyses of the research problems.
Problem 1

Acquisition of SE Verb Forms

The research questions for Problem 1 were: Is the pattern of control
"« of SE verb forms the same for all language and reading tasks? To what
extent are SE responses on each task a function of grade and the particular
verb forms?

To answer these questions, an analysis of variance for a repeated
measures design was carried out on the CSE percentage scores for each
of the four tasks using grade ahd verb structure as independent variables.
Differences among means for significant main effects were tested at
the .01 level using the Newman-Keuls procedure., In addition, tests
of the simple main effects were computed to determine if there were
significant differences among the grades in performance on each verb
structure. As a measurg of the amount of variation in CSE responses
on each task that could be attributed to each main effect

4 I~l




and the interaction, the percent of the total sums of squares for grade,
structure and the grade by structure interactionwere calculated. This
measure was used as an indication of the extent to which receptive and

productive language and reading performance in SE (dependent variable)
is a function of grade and/or verb structure (independent variables).

-—

Receptive and Productive SE Responses
of K, 1 and 2 Subjects

The results of the analyses of SR and SC responses of kindergarten,
first and second grade subjects are presented below.

Sentence Repetition. SR was used as a measure of children's pro-
ductive control of SE. The mean percentage scores and standard devia- .
tions for subjects” critical SE responses for each gierb structure on the SR
task are presented for each grade and the fotal grﬁp in Table 10 along with
the results of the analysis of variance and the tests of the simple grade
effects. .

The means in Table 10 are ordered on the basis of the®magnitude
of total group means for the six verb structures. As can be seen, kinder-
garten, first and secop@’grade C dren as a group obtained the lowest
mean CSE score (53.94) for the pdst tense -—ed andshe highest mean CSE
score (89.45) for the auxiliary is . In addition, the total SR task means .
for each grade indicate that second graders produced more CSE responses
(77.13) than first graders (67.13) who produced more CSE responses than
kindergarteners_ ()62 37), révealing an age-related trend in the acquisition
of productive “control of SE verb forms. . .

As the F ratios for the analysis of var)/ce of the CSE scorese(\"
the SR task indicate, grade, verb structure and the interaction of th
are significantly related to productive performance in SE.

Results of the Newman-Keuls tests showed that for the total group
there were sﬁnlficant differences among alb¥erb structure -means except
between the third person singular -s and the main verb are . Children in
this study demonstrated productive control of the sixSE verb forms in the
following descending order: 1) auxiliary is , 2) main verb fs , 3) auxiliary
are , 4) main verb are and the third person singular present =s, and 5) the
past tense -ed.

The order of the verb structure means for each grade (lowest for
‘the past tense -ed and highest for auxiliary 1) shows* that the pattern
of control at each grade level is similar to that reflected by the total
group means. The significant F ratio for the grade by structure intcraction,
however, indicates that performance across the six verb structures differed

40
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Table 1

0

Grade By Structure Analysis of CSE Responses on the
Sentence Repetition Task

P4

Grade (N) -ed

K (51)
X 43,51
SD  27.55
1 (78) .
X 51.79
§D  28.18
2 (69)
X 64,07
SD  22.58
Total (198)
X 53,94

SD  27.30

-

.

F (2,195 9.41
p <.01

‘Source
TOTAL

BETWEEN »
Grade (G)
Subj. w, grades

WITHIN
Structure (S)
G xS
S x subjects

w. grades

Mean_s and Standard Deviations

Zs

55.08
33.60

54,36
31.05

74,58
< 25.34

61.59
31.24

are

53.80
31.91

61.85
30.82

71.13
27.67

63.01
30.65

aux,
are

58.43
33.78

66.18
32.28

79.61
26.18

68.86
31.70

Grade Effects

12.96
<.01

6.31
<.01

10.20
<.01

is

76.06

24,10 |

78.86
19,31

81.59
. 16,86

79.09
19.90

.66
ns

Analysis of Variance '

ss

1028924.23

df

1187

o
388412.39

197

Ms

866,83

1971.64

43638.20
344774.19

640511,83

2
195

930

.165724 .44
12193.52
462593.87

5
10
975"

21819.10
1768.07

646,98
33144.89
1219.35
474 .46

aux, TotQal
is Task
86.55 62,37
18,83 18,95
88.87 67.13
18.88 17,38
92,25 77.13
15.78 15.21
89.45 69,39
17.90 18,02
A Y
.72 12,34
ns <, 0001
fercentof
F Total SS'

12,34x*

69,.86%**
2,57*

4,24

16.11
1.19

**p <,0001.

*p<,005,

‘N
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for the three groups. -Inspection of the cell means in Table 10 suggests
that the interaction can be explained primarily by differences in the three
groups' performance on the third gerson =& where the kindergarten and
second graders achieved slightly higher scores for this structure than
they did for the main verb are . iAlthough the \interaction was significant,
it accounts for little more than}% of the variayon in the produc of
SE on the SR task. \

The?F ratio for grade (see Table 10) indica e were significant
differences amox% the groups in SE production. The results of the Newman-

Keuls test showed ‘that, although the first grade mean is higher than the
kindergarten mean, these two groups do not differ significantly. The
second grade mean, however,is significantly higher than the means for
the first grade and the kindergarten, suggesting a sharp increase in the
ability to control production of SE verb forms between the first and second
grades.

Analyges of the simple main effects of grade (see Table 10) on per-
formance for each ‘structure show that there were no differences among the
grades in the ability to use the SE forms of the main verb is and the aux-
iliary verb is . This finding compares with previous sociolinguistic research
which®has demonstrated that is is a regular feature in BE. The kindergarten
percentage scores (76.06 and 86.55) show that even at this level, chilc.irean
have little difficulty controlling production of SE forms of main verb is
and auxiliary is in a formal testing situation. ’

Differences among the grade means are significant for each of the
other verb structures, indicating that the children increase significantly
in their ability to produce the SE forms of the past tense, third person
singular present tense,"and the main verb are and auxiliary are from kinder-
garten through second grade. This is evidence that during the early school
years black children increase significantly in their ability to control these
four critical features of SE (-ed, -s, main verb are , auxiliary are ) that
previous researchers have identified as distinguishing BE-speakers from
SE-speakers. ! A ‘

o PR

Although the F ratios in Table 10 indicate that grade and verb
struct\e each have a significantzeffec*,t on children's performance on the
SR task, a comparison of the percent bf the total variation accounted for
by each variable indicates that verb structure is the stronger determinant
of SE production. While grade accounts for approximately 4% of the total
variation in production of CSE responses, verb structure accounts for more
than 16%. It can be concluded, then, that among young, school-age black
children in this study, production of SE is more a function of the SE verb
form they are asked to produce than it is of the children's grade level,
although grade level is influential. '

. i

\ ' i3
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Variability in Production of SE

Previous researchers have demonstrated that BE-speakers exhibita
range of behavior in producing both BE and SE features (Fasold, 1972;
DeStefano, 1972), Fasold (1972) suggests that variability can be studied by
presenting data for individual speakers showing, for example, how many
individuals use a feature in all, some or none of the instances in which it
is appropriate.

Table 11 presents the variability in the oral production of CSE re-
sponses for each of the verb forms in the SR task. The data show the per-
centage of subjects at each grade level and in the total group who produced
the critical SE feature in none of the sentences (0), in some of the sen-
tences (1-5), and in all of the sentences (6) used to elicit each verb form.

It can be seen that for four of the six verb structures ( -s, -ed,
main verb are, auxiliary are), 7 to 8% of the subjects produced no CSE re-

" sponses. It is also evident, however, that many subjects produced the

CSE verb form for every sentence in which it was expected. The percentage

of subjects in the total group who consistently produced CSE responses for

a verb form ranged from 9% for the past tense —ed to 63% for the auxiliary

is.

-

Table 11 also shows that variability in the production of SE differs
for the gix verb structures. There is noticeably less variability among
subjects for the main verb and auxiliary forms of is than occurs for the
other verb structures. The greatest variability in performance occurs in
the use of the two tense markers (-s and -ed).

The data also show that variability in production of SE verb forms
decreases as ggade level in¢reases, i.e., second graders do not vary as
a group as mug as kindergarteners or first graders. Black children are
more consistent in productive control of SE as they progress through the
grades,

-

<
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Table 11

’ ¢

on the SR Task®

Variability in Oral Production of CSE Responses

-

Number of CSE Responses

9pata in the table are percentages

critical SE structures.

A
v

of speakers_ who produced the

Verb Form Grade 0 1 2 3 4 5 6
" present K 10 16 14 8 21 12 19
tense ] 11 3 V715 14 20 19 12
-s 2 3 0 7 1 15 26 32
Total Grp. 8 8 12 14 18 ° 20 20
past K 12 17 16 27 16 6. 6
tense 1 9 10 14 26 19 14 8
—ed 2- 0 7 10 15 3 17 12
Total Grp. 7 11 13 22 25 13 9
main K 2 0 10 10 16 31 31
verb 1 0 0 6 9 20, 35 30
is 2 0o 1 2 3 257 39 30
Total Grp. .5 .5 6 7 21 35 30
main K 14 12 8 19 10 29 8
verb 1 8 9 11 14 14 27 17
are 2 3 3 13 12 15 27 27
Total Grp. 8 7 11 15 13 28 18
auxiliary K 0 2 2 4 12 .27 53
is 1 1 1 0 3 13 « 19 63
2 1 0 0o 0 10 18 1l
Total Grp. .5 1 .5 2 12 21 63
auxiliary AN 12 12 8 10 20 - . 2I%% 17
are 1 7 8 8 '14 9 27 27
2 . 4 o & _7 15 23 48
Total Grp. 8 6 7 11 13 . 24 31

~
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Sentence Comprehension., Responses on the SC task were used as
a measure -of children's receptive competence in SE. The mean percentage
scores and the standard deviations for subjects' responses for each verb
structure on the SC task for each grade and the total group are presented
in Table 12 along with the results of the analysis of variance and the tests
of simple grade effects.

In Table 12, tetal group means for the six verb structures againare
presented from lou{est to highest, As a group, kindergarten, first and
second grade children have the lowest mean for the past tense -ed (40.10)
and the highest mean for the main verb are (73.37). The Fratio forstruc-
ture in the analysis of variance indicates that there-are significant differences
among the means for the six verb forms.

Results of the Newman-Keuls tests showed that, for the total group,
there was no significant difference between comprehension of the past tense
_ zed and the main verb-is. Neither were there differences bet)'veen compre-

hension of the present tense -s and the main verb are, There were signiii-
cant differences, however, between comprehension of auxiliary is and aux-
iliary are and between each of these*and the four other verb forms. Subjects
in this study demonstrated receptive control of the SE verb structures inthe
following descending order: 1) third person present tense singular -s and
‘main verb are , 2) auxiliary are , 3) auxiliary is , and 4) past tense -ed and
main verb is,

The order of the verb structure means is the same for each grade i
level with one exception; whereas the first and second graders have the highest’
mean score for the main verb are , the kindergarteners have the highest
mean score for the third person singular present tense -s. As the signifi-
cant F ratio for the grade by structure interaction indicates, the patternof
comprehension across the verb structures differs for the three groups, how-
ever, the interaction accounts for only 1.46% of the variation in comprehen-
sion scores. : ‘

The significant F ratio for grade in Table 12 indicdtes significant
differences among the groups in comprehension of SE, The results of the
Newma_n—Keuls procedure showed that first graders had significantly higher
comprehension of SE than the kindergarteners and that second graders had
significantly higher comprehension of SE than beth-the first graders and the
kindergarteners. These results show that children increase significantly
in their comprehension of SE at each grade level.

Results of the analysis of the simple grade effects on performance
for each verb structure show that there wereno significant differences among
the three groups in the ability to cdmprehend the past tense -ed, the third
person sihgular present tense -s,and the main verb Js. There were, however,
significant differences among the groups in the ability to comprehend the

o1




Table 12

Grade By Structure Analysis of Responses

on the Sentence Comprehension Task

ol

=

Means and Standard Deviations

aux, aux,

Grade (N) . -ed is is are
. K (51)
: X 38.53 41.18 45,76 51.31 70,22 64.02 51.82 1
SD 19.89 16.49 19.65 21.56 17.93 20.91 5.93
[ 4 : ¥ ]
- 1 (78) ‘ .
X 39,83 41.88 52.95 67.09 .72.,82 74.53 58.33
SD 21,37 21.95‘ 22,45 19.71 19,35 19.06 B.34
’ 2 (69) .
: X 41,57 44 .90 62.33 72.19 73.14 78.97 62.12
SD +23.15 23,77 20.11 .19.03 21.00 20,09 9,23
Total(_198) ‘ .
X 47,10 42.75 54.37 64.80 72.26 73.37 57.97
SD 21,57 21.33 21.84 21.59 ”19.54 ' 20.65 9.02
’ *
Grade Effects
F (2,195 .33 .59  9.80 15.86 .34 7.93 23.71
P ns ns <.01 (.01 ns <.01 < 0001
; Analysis of Variance
: Percent of
Source SS df MS - F Total SS
TOTAL " 733940,09 1187 618.32
- 4
BETWEEN 96530,43 197 490,00
Grade (G) 18882,.03 2 9441.02 23,71** 2.57
Subj. w, grades 77648,42 195 398.20
WITHIN 637409.66 990 643.85
Structure (S) 208281.42 5 41656.28 97.06** 28,38
. GxS 10681. 25 10 1068.,13 2,49* 1.46
S x subject 418446.99 975 429,18
‘w. grades .
Q
"ERIC - x*p¢,0001. y Y

+ *p (.01,
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auxiliary is , the main verb are , and the auxiliary are, indicating a sig-
nificant increase during the early school years in subjects' receptive con-
trol of these three SE verb forms., They showed no significant increase in
comprehension of the past tense -ed, the third person singular present tense
—s and the main verb is. -

The F ratios in Table 12 show clearly that both grade and verb
structure are related to comprehension of SE. A comparison of the percent-
age of total variation attributable to each, however, shows that verb
structure accounts for more than 28% of the variation in SE comprehension
scores while grade accounts for less than 3%, °

It can be c{:ncluded, then, that among young, school-age black
children in this sgydy, comprehensionof SE wasmofe a function of the par-
ticular verb structires than it was of the children's grade level., TFurther, when
the total group perfdrmance on the SR (Table 10) and SC (Table 12) tasks is
compared, it can be seen that the order of the verb structure means is not
the same. This indicates that the pattern of receptive control of SE verb
forms differs from the pattern of productive control.

The Effect of Number of Cues on Comprehension

The stimulus sentences used to test the main verb and auxiliary

forms of is and are were of two types, those in which the verb followed .
regular nouns and those in which th& verb followed nouns having an iden-
tical singular plural form, e.qg., _cl;g_gi. Since sentences containing regular
nouns provide two cues to number (the noun and the verb) while the other
sentences provide only one cue to number (the verb), subjects' responses
on the two types of sentences were compared to determine if comprehension
of is and are is affected by the number of cues in the sentence,

The frequency and percentage of correct responses to double and
single cue sentences are presented in Table 13 for the singular and plural
forms of the verb., The data for the main and auxiliary forms of each verb were
combined in the analyses and are presented for each grade and the total
group. :

As the chi-square for total group data shows, comprehension of
both the singular and plural forms was significantly higher for sentences.
containing double cues then those containing single cues to number. The
findings agree with those of Hall, Turner and Russell (1973).

The data also show that comprehension of both types of sentences
increases with grade level. The fact that the sharpest increase occurs
for double cue sentences indicates that verb structure comprehension is
reinforced by increased awareness of number markers in the novns.




Table 13

Effect of Number of Cues on Gomprehension
of Is and Are

Main Verb and Auxiliary Is Combined

Dotlible Cue Sentences : Singlt{ Cue Sentences
£ % £ %
133 43 . 133 - 43
249 53 195 42

244 59 199 48

626 53 527 44

Chi Square results for the total group:
N=2376; df=1; %?=16.51; p<.001

kd

Mai}l'Verb and Auxiliary Are Combined

Double Cue Sentences Single Cue Sentences
£ % £ %

172 56 B L) 59

337 72 326 70

345 83 ] 2841 ) 68

854 72 . 788 66

Chi Square results éor the total group:
N=2376; df=1; % =8.59; p <.01

Note, Main verb and auxiliary forms of is and are were combined
in the above analyses. Data represent the frequency and percentage of
correct responses.
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Comparison of First Grade Readers' and .
Nonreaders' SR and SC Responses !
— “ ) B

The original plan included administration of the two reading tasks
to all first and second g@de subjects. While al} second grade subjects
were'able to complete-the reading tasks, 34 of.the 78 first graders were

unable 19 do so and ware, in effect, nonreaders. Ames, Rosen, and, .

Olsen (197‘1), Johnson and Simons (1973), Hunt . (1974) and others en-

countered similar difficulties in studies of blac); children's reading per-

formance. Therefore, performance of. first graders was examined to see if
there were any significant differences in receptive and productive language

behavior of the readers and nonreaders . *

"

‘ Sentence Cor'nprehension._ In Table 14 first grade redders' and non-
readers' performance on the SC task is compared. Thé ‘o:groups differ
on only two of the six Verb structures: the readers had.significantly better
comprehension than the nonreaders for the main ‘verb are sentences, while
the nonreaders‘had significantly better compfehension than the readers for
the main verb i sentences. :

~

Table 14
Comparison of First Grade Readers' and Nonreaders' : ’
Comprehension of SE Verb Forms
) , Nonreaders - _Readers o =y
Verb Form X SD X SD D ratio p
3rd person singular *® . . ,
present tense -=s  69.09 22.16 75.70 16.56 + 6.6l 1.51 ns
past tense -ed 34.85 .22.20 - 43.68 20.12 + 8.83  1.84° ns
main verb'is _+  47.56 20.99 37.50 21.90 -10.06 2.05 .05
. ' - ¥
~ main verb are 65.21 .19.36 81.73° 15.54 +16.52@A.18 .001
auxiliary is B 52.85 21.96° 53.02 23.08 + ,17 .03 ns
. - ‘. N . 4‘ . ‘
éddliary are 63.24 21.24 -70.07 18.13 + 6.83 1.53 ns
Total SC Task 55.47 . 7.22 B0.55 8.55 '5.08_ 2.78 .01
: - — .
Two-tailed test,
4 ~ ' &
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. Sentesce Bgpetition. Table 15 pregents the comparison of first
grade readers' and nonreaders' GSE and NS responses on the SR task. As
the t ratios for the CSE responses in .Table-15 show, first grade readers
and nonreaders did not differ in their ability toproduce SE forms of the
past tense —ed, the main verb is, and the auxiliary verb is, Asthet . :
ratios for the NS responses showfneither,did the readers and nonreaders
différ in their production of nonstandard forms for these same verb struc~
tures. The two groups did differ significantly ,however, in.their produc~
tion of the third person singular present tense ~s, the main verb are and
the auxiliary are. The readers produced significantly more standard forms
of these structures than the nonreaders, while the nonreaders produced
significantly more nounstandard forms of these gtructures. '

‘While first grade readers' responses on the total SR and SC tasks
indicate significantly better overall receptive and productive control of
SE than the nonreaders, the readers were not better than the nonreaders
in their linguistic control of all the SE verb structures testéd.

56 -
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Table 15

| Cbmpanson of Fust‘Grade Readers' and Nonreaders' Performance

on the Sentence Repet1t1on Task

14.56

7]
v
’ - Nonreaders _Readers _ t- 3
Venb Form X SD X SD | D ratio p
4 | CSE Responses
3rd peiéon singular '
present tense -s 42.76 30.73 63.32 28.52 +20.56 3.05 ° .00%S
_pasttense -ed  50.29 26.90 52.95 29.39 +2.86 .41  ns
main verb is 81.38 19.09 76.91 19.47 - 4.47 1.01  ns
main verb are 50.56 3'0.48 70.57 28.44 +20.01  2.99 ,005
. auxiliary is .92.15 12.41 86.34_ 22,48 - 5.81 1.45 ns
auxiliary-are 49.94 34,24 -78.73 24.‘%3 +28.79 4,15 .001
Total SR Task 61.44 18.03 71.52 15.68 +10.08 2.64 .01
- | NS Responses
3gd p.erson singular
prescnt tense -s 42,06 31.76 26.40 24,59 —15.66~ 2.45 .01
past tense -;eg 45,74 27.84 45.14 28.31 - .60 .09 ns
main verb is | 10.24 14,74  7.82 10.93 - 2.42 .83 ns'
mainverbare  25.76 21.62 11.88 18.40 -13.88 3.06 005 °
" auxtliary is. S.41 9.81  5.20 9.97 - 12 .05 ns
auxiliary are 18.67 17.27 6.48 10.34 -12.19 3.64 .001
'Total SI’?&Task T 24.53 17,11 11.12 - 7.42° 2.55 .01

aTwo-‘tgailed tests.




. .Receptive and Productive SE Responses
of First and Second Grade Readers

¢ Since there were significant differences between first grade readers
and nonreaders on some verb structures, first and second grade readers'
_ SE percentage scores on the SR and SC task also were subjected to agrade
" by structure analysis of varfance. The purpose was to determine if the
subjects who could read exhibited the same patterns of receptive and pro-
ductive control of SE verb forms as subjects in the total K, 1, 2°sample.

Sentence Repetition. The means and standard deviations,+and the
results of the analysis of variance and the tests of the simple grade effects for .
the readers' CSE responses on the.sentence repetition task are presented
in Table 16. -

Ve e

As the F ratio for structure indicates, the:e were significant'differ-
ences in the readers' ability to produce_vihe various SE verb forms in the SR
task, but the order of the readers' total group means for the various verb
structures is the same as the order for the total K, 1, and 2 sample: the
readers produced the SE form of the past tense -ed least often and produced
the SE form of auxiliary is most often. Results of the Newman-Keuls test showed
that the readers' pattern of productive control of the six verb forms differed
from that of the total sample in only one respect: there was no significant
difference between their ability to produce SE forms of auxiliary are and
main verb is.

+
]

= T

The nonsignificant grade by structure interaction F ratio (see Table
16) indicates that the pattern of productive control of the SE verb forms
was the same for the readers at each grade level. The significant grade
. by structure interactfon that was found for the total X, 1, 2 sample (see
- Table 10) indicated some differences in the order of productive control of
- SE verb forms at each grade level, however, the interactlon accounted for
very little of the variation in SE performance, ‘ ‘\ .
The similarity in production of SE forms between first and second ¢
grade readers is shown further by the fact that the F ratio for grade does
not quite reach’'significance at the .05 level. It will be recalled that grade
did significantly affect SE performance on the total task for the K, 1 and 2
sample (see Table 10) and that first and second graders differed signifi-~
cantly in the ability to produce SE forms. )
In addition, tests of the simple effects of grade .on each verb
structure showed that the first and second grade readers differed in their
t ability to produce CSE responses on only two of the six structures, the
-ed and -s; whereas children in the K, 1, 2 sample differed significantly
in their ability to use SE forms of four of the six structures: the two tense
forms and the main verb and auxiliary are. The fact that the first grace

03




Table 16

Grade By Structure Analysis of First and Second Grade Readers'
CSE Responses on thg Sentence Repetition Task

Means and Standard Deviations

3

3 aux, aux. Total
Grade (N) -ed -s are are is i Task
1 (4 4 '
X 52,95 £63.32 70.57 78.73 76.91 86.34 71.52
SD 29.39 28.53 28.44 24.43 19.48 22.48 15 .68
2 (69)
X 64.07 74,58 71.13 79.61 81.59 92.25 77.13 |
SD 22.58 25.35 27.67 26.18 16.86 15.78 15. 21 |
Total (113) .
X . 59.74 70.20 70.91 79.27 79.77 89.95 74,95
SD 25,90 27 .07 27 .85 25.40 17.98 18.81 15.57

— ’ -

Grade Effects

F(1,111) 5.76 5,91 .02 .04 1.02 1.63 3.70
p < .05 <,05 ns ns ns ns ".0538

\,,Analysis of Variance -

L]

. Percent of

Source Ss df MS P Total 5§ '

CTOTAL 152850.47 677 © £68.91

. BETWEEN 164362.96 112 1467.53
Grade (G) 7 5303.16 1 5303.16 3.708 , 1.17
Sub). w. grades If59059.80 111 1432.97 ’

WITHIN 188487.47 565 510,59 K
Structure (S) 60672.34 5 12134.47 29.95* 13.40 -
GxS ©2981.30 5 596.26 1.47
S x subjects 224833,85 555 405.11

w. grades
&
3p = 0538, ~ -
*p’< .0001. . g
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readers exhibited significantly greater control of SE forms of main verb
and auxiliary are than the first grade nonreaders (see Table 15) helps to
explain why there were no significant differences between the first and
second grade readers' ability to produce SE forms of these verbs ¥
In summary, the first grade readers, who were more proficient in
" the use of SE forms than the first grade nonreaders, were more similar to
the second graders ir‘ their pro’}uctive control of SE than they were to first |

grade nonreaders.
A2

g
Sentence Comprehension. The means, standard deviations,and

the results of the analysis ¥f variance and the tests of simple effects for
the readers' percentage scores on the sentence comprehension task are
presented in Table 17, .

-

, t
As the F ratio for structure 1n*aicates, there also were significant’
differences in the readers' ability'to comprehend the various SE verb forms
in the SC task. The order of the.réaders' total group means on this task

reflects a comprehension pattern that is similar but not-tdentical-tothe— ———

order for the total X, 1, and 2 sample. As a group they had the highest
mean comprehension score for main verb are sentences and the lowest mean
comprehension score for past tense —ed and main verb is sentences. Al-
though the order of the past-tense -ed and main verb is mean scores is re-
versed for the readers, there were ng/sigificant differences in SE pro-

" duction of these twbd structures for.either the readers or the total sample.
The readers' pattern of receptive control of the SE structures differed from
that of the total X, 1 and 2 sample in,only one other respect: there was no
significant difference in their ability/-ixo comprehend auxiliary are and pre=

sent tense -§. ‘5‘ ’ o

. For the SC task the f ratio for the grade by structure interactionis

not significant for the readers although-it was for the total K, 1, 2 sample.

This indicates that the pattern of receptive control of the six verb struc-

tures is the same for both first and second grade readers. In fact,’ the

first and second grade readers were even more alike in their ability to
comprehend the SE verb forms than they were in their ability to produce
them. As the T ratio for grade shows, there was no significant difference -
between the first and second grade readers' performance on the totaltask.

In addition, tests of the simple effects ‘of grade (see Table 17) on each

structure show that the first and second grade readers did not differ 1n

their ability to comprehend five of the six verb forms.

In summary, the findings for the SC task indicate that the first

grade readers were similar to second graders generally in their compre=
~—_ hension of SE verb structures.

vv

)
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Table 17

Grade By Structure Analysis of First and Second Grade Readers'
’ Responses on the Sentence Comprehension Task

Means and Standard Deviations

o aux aux. Total

Grade (N) is - -ed is are -Ss are Task
1 (44) : ~

X 37.50 43,68 53.02 70.07 75.70 81.73 ~ 60,55

SD 21.90 20.12 23.08 18.13 16.56 15.54 8.55
2 (69) '

X 44,90 4l.§7 62.33 "72.19 73.14 78.97 62.12

SD 23.77  23.15  20.11 19.03 21.00  20.09 9.23

Total(_113)
X 42,02 42,39 58.71 71.36 74.14 80.04 61,50
SD 23.25 21.95 21.69 18.63 19.35 18.42

. 8.96
Grade Effects '
F(1,111) 3.48 .29 5.51 ‘.29 .42 .48 1.19
p ns ns <.05 ns ns ns ns
.- . Analysis of Variance
Percent of
Source SS df MS . F Total SS
TOTAL ' 439013.37 677 648,47 ®
BETWEEN 54878 .88 112 + 489,99 .
Grade (G) 581.63 1 581.63 1.19 .13
Subj, w, grades 54297.24 111 » 489,16 ,
WITHIN 384134.51 565 1679.88
Structure (S) 152948.,54 5 30589.71 74.68* 34.84
GxS 3839.38 5 767 .88 1.88
S x subjects 227346 ,59 555 409.63 .
w. grades
*p <,0001,

bl
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When first and second grade feaderq' .performance on the SR’and
SC tasks 1s compared to that of¢he total K, 1 and 2 sample, it can be seen
that grade 1s no longer a significant factor in the readers' SE production
and comprehension. The particular verb forms, however, did influence }
performance, more so on the SC than on the SR task. Verb structure
accounted for 13.40% of the variance in the readers' production of SE and
almost 35% of the variance in their comprehension of SE verb ferms.

Although the first and second grade readers as a group had greater
linguistic competence in SE than the. total sample of first and second
graders, they exhibited patterns of productive and receptive control of SE
verbs that are almost identical to those of the total K, 1, 2 sample.

SE Reading Responses of First and
Second Graders

Oral Reading. The OR task was used as a measure of first and
.- secomdgradechildren's—productive readingabttity it 3B —Fhemeanper——
centage scores and standard deviations for subjects’ CSE responses for
each verb structure on the OR task are presented in Table 18 for eachgrade
and the to}:al group with the results of the analysis of variance and tests of
simple grade effects.

The data in Table 18 are ordered on the basis of total group mean
scores for the six verb structures. The data show that first and second
grade children as a group obtained the lowest mean CSE score (48.38) for
the past tense -ed and the highest (88.04) for the auxiliary is on the oral
reading task. It is important to note that the order of the verb structure
total group means on this task is identical to the order of their means on
the SR task (compare Tables 16 and 18). Fhfs indicates that the subjects’
pattern of productive control on the six SE verb structures is similar in’
sentence repetition and oral reading, suggesting that the ability to pro-
duce SE forms in one task is related to the ability to produce them on the
other task.

The OR total task means for each grade level indicate that second
graders produced more CSE responses (76.62) than first graders (65.93),de-
monstrating a clear grade-related increase in-the acquisition of productive

- control of SE in oral reading.

The F ratios in Table 18 show that grade, structure and the inter-
action between grade and verb structure each have a significant effect on
oral reading of SE.

I

Results of the Newman-Keuls tests showed that for the total group,
there were significant differences in SE production among some of the verb
structures {n oral reading. No significant differences were revealed between

02
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Table 18

Grade By Structure Analysis of CSE Responses,
' . on the Oral Reading Task . .

Means and Standard Deviations

. T - ) aux. aux. Totsl *
Grade (N) ed =S are are is _is Task
1 (45) : \
X 36.82 42,52 71.36 75.57 82.89 85.61 65.93
SD 26,67 28.42 25.80 24.15 }\17.76 21.09 12.32
\
2 (69)
X 55.75 71.58& 77.03 84.00 89.83 89.59 76.62
SD 29.18  27.941 17.81 13.75 14.89 13.68 15.46 =
Total (113) ‘
X 48, 38 60,27 74,82 80.72 87.12 88.04 72.46
SD 29,60 31.41 21.35 18.86 16.35 16.98 ‘ 15.20
Grade Effects
F(I,111) 19.74  46.49 1.77  3.92 2.65 .87 25.94
p <.01 <.01 ns ns ns ns <.0001
. . ,
Analysis of Variance
. . Percent of
Source SS df MS- F Total SS N
TGTAL 503752.45 677 . 744,10
BETWEEN 126014, 30 112 1125.13
Grade (G) 23869.06 1 23869.06 25.94* 4,74
Subj. w. grades 102145, 24 111 920.23
WITHIN 377738,15 565 668,56 ‘
Structure (S) 142003,35 5 28400.67 70.75* 28.19
. GXxS 12940,57 , 5 2588.11 6.45* 2.57
S x subjects 222794, 26 555 401.43
w. grades
*p £ 0001,
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.
main verb are and auxiliary are or among auxiliary are, main verb is and
~auxiliary is, Significant differences are revealed, however, between per-
formance on the third person singular present tense -s and the past tense
-ed and between each of these and all other verb structures. Subjects read
the SE forms of the verb tenses significantly less often than they read the
SE forms of the main verb and auxiliary is and are. These data show that
in oral reading productive contrel of the tense markers.is not as great as
it is for the singular angd plural forms of the main and auxiliary verb forms -~

is and are,

The significant F ratio for the grade by structure interaction indicates
that the pattern of productive control of the verb structures differed for the
two groups. Thi8 difference is accounted for by the dramatic difference
between first and second graders' ability to read the SE past tense -ed,

(F = 19.74) and third person singular present tense =S, (F=46.49)., Itis
noteworthy thatin the SR task, first and second grade readers differed sig-
nificantly orgrzn the two tense forms, again suggesting that productive
performance on SR and OR tasks are related.

Realization of SE tense markers in OR increases significantly be-
tween first and second ‘grade: means for the -s increase from 42.52 to
71.58 and for the -ed from 36.82 to 55.75. ' .

e

It should be kept in mind that some of the grade differences in oral
reading performance are undoubtedly attributable to the increased decoding
skills of second graders. Also,the graphic representation of -s and -ed
inflectional endings are less distinct than the separate words representing

5 ?
Although both grade and verb structure significantly affect oral

reading in SE, the type of verb structure accounts for the greatest variance,
approximately 28%, while grade accounts for less than 5%.

‘Variability in Oral Reading of SE

. The variability in oral reading of SE verb forms is presented in
Table 19. The percentage of subjects (individuals) who produced the CSE
feature in none of the sentences (0), in some of the sentences (1-5) andin
all of the sentences (6), is presented for each grade level and the total

“group.

The data in Table 19 show that variability in subjects' oral reading
differs for each SE verb form, and that the variability is much greater for
the two tense markers than 1t is for the other forms. For the total group,
the percent of subJedts who consistently produced a specific SE verb struc-
ture ranged from 12% for the past tense -ed to 58% for the auxiliary is, As
in the SR task, variability in oral reading is less in second-grade than in

04
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Table 19

L}

Variability in Production of CSE Responses
on the CR Task?®

Number of CSE liesponses

Verb Form Grade ) 0 1 2 3 4 5 6
“w - - -
present 1 9 25 25 18 9 7 7
tense 2 2 6 7 1z 15 19 33
-s Total Grp. 5 13 14 18 13 14 23
past 1 14 25 25 16 - 14 2 4
tense 2 S 18 10 2 1z 8 1
| -ed Total Grp. 7 21 16 22 16 6 12 .
main 1 0 0 2 9 16 34 39
verb 2 .. 0o 1 L 22 &1
is Total Grp. ™\ . 0 0 2 4 15 27 2
\\

main 1 7 0 2 16 18 39 18 -
verb 2 o 29 3 23
are . Total Grp. 3 0 4 12 25 35 21
auxiliary 1 0 2 2 7 16 14 59
is 2 £ 0 0 2 723 58
Total Grp. 0 1 13 17 20 , 58
auxiliary 1 5 2 5 60 o 20 50 18
. are - 2 £ 0o 0 3 23 42 32
Total Grp! 2 1 2 2 22 45 2%

a
Data in table are percentages of speakers who produced the

[Kcritical SE structures () 5

wll Toxt Provided by ERIC 3
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firstigrade; but even in second grade many do not perform consistenrly in
SE specific verb structures.

The data presented here are in accord with the findings.of other
resefirchers. In studieg- of oral reading, Goodman and Burke (1973) found
ho subject.who used BE features in oral reading used them consistently
Eoodman and Burke (1973) and Ames, Rosen and Olsen (1971) found

:; } consistency in the use of BE on some features than on others. Thus,
¥ata presented here support the proposition that there is a great deal

: iability among BE speakers in their control of SE verb forms and that

Pture., -

% Reading Comprehension. The reading comprehension task was used
as émeasure of children's receptjve reading competence in SE. The mean
per@ntage scores and the standard deviations with the results of the analy-
sis $f variance and tests of simple effects for the RC task for the twograde
levdls and the total group are presented in Table 20. ‘

: The data in Table 20 are shown in ascending order of the total group
‘meé&lp scores for the six verb structures. As a group, the first and second
gra children obtained th iowest mean score (42.81) for the past tense
-edg and the highest: meqp fcore (67.19) for the third person singular pre=
ser§ tense -s. g,,

7 ‘The E ratios indicate that grade, type‘of verb structure and the inter-
actfon significantly affect reading comprehension of SE, )

" Results of the Newman-Keuls tests showed that the subjects differed
sighificantly only in their comprehension of the past tense when compared
wijp comprehension of the other verb structures. Comprehension of the
mafh verb is, the auxiliary is, the main verb are, and the auxiliary are does
nofdiffer significantly for tia.total group. Similarly, comprehension of the -
aufiliary is, the main verb are, and the auxiliary are does not differ sig-
niffcantly from comprehension of the third person singular present tense
forhthe total group. The results of performance for the total group, however,
ard not reliable indicators of the behavior {or the first and second grade
grqups considered separately. The pattern of performance on SE verb struc-
tuges established by the total group mean scores is not reflected in the
paitern established by either the first or second grade groups, As the sigs
nifcant T ratio for the grade by structure interaction 1ndicates, the pattern
offperformance across structures differed signficantly for the two groups.

.THR differences in performance reflect in part the greater SE oral language
N -~ arfffl reading proficiency of the first grade sub]ects who were in the reading
s@nple. .

The F ratio for grade in Table 20 indicates a significant difference
b tween the groups in reading comprehension of SE. The results show that

ERIC | vor
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\/F Table 20 e

Grade By Structure Analysis of Responses on the
Reading Comprehension Task

8

Means and Standard Deviations
aux. ©oaux. | Total
Grade (N) -ed is is are are -s Task
1 (44)
. X 36.82 43,91 52.27 68.11 68.89 £3.98 55.64
SD 25.23  31.53  29.33 29.13 24.22 24.60 7.75
2 (89)
X 46.62  66.67 70.77 62.53 63.70 69.23 63.23
SD 26,22 29.53  26.94 26.85 23.70  27.30 8.98
Total (113) /
X 42,81  57.81  63.57 64.71 65.72% 67.19 60.30
SD 26.17 v32.18  29.21 27.77- 23.94  26.30 9,26
Grade Effects
F(I,111)  3.52 . 18.98 12.54 1.14 99 1.0y 21.54
P ns * (.01 <.01 ns ns ns <0001
Analysis of Variance
Percent of
Source 8§ . ' df | MS I Total SS
TOTAL 563535.79 677 832,40
BETWEEN 57159.82 112 510.36
Grade (G) 928845 1 . 9288445 21.54** 1,65
Subj. w. grades 47871.37 111 431,27 '
WITHIN © 506375.97 565 896.24
Structure (S)- 47363,23 5 9472.65 L11.94%** g 40
G xS 18701.50 5 3740.30 4,72* 3,33
S x subjects 440311.24 555 793,35

w. grades

**p £ 0001 .
*p ¢.0005 , Cby ‘
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the second graders have significantly higher reading comprehension than
the first graders. Analyses of the simple main effects for grade on per-
f&rmance for each verb structure, however, show that the differences be-
tween the two groups are significant for only two of the verb structures,

. the main verb and auxiliary forms ot.is. |

It will be recalled that the first grade readers had significantly \
lower sentence comprehension of is and significantly higher comprehension _ "
of are than the nonreaders. The first grade readers' comprehension of the

. singular and plural forms of the be verb seems to be operating to produce
the unusual pattern of difference between first and second graders in -
reading comprehension. Although the differences are not significant, the
first graders do achieve higher scores on the main verb and auxiliaryare
than the second graders. On the other hand, the first graders show signi-
ficantly lower reading comprehension of the main verb and auxiliary is_
than the second graders. This might exp1ain why the intera ction between
grade and structure accounted for more of the variation (3.33%).in reading
comprehension of SE than the main effect of grade (1.65%). ‘

, Again, the type of verb structure accounts for more of the variation

in the subjects' SE performance than either grade or the interaction be-.

tween grade and structure. The type of verb structure, however, accounts .
for little more than 8% of the variation in'reading comprehension; sub-
stantially less than the 28% attributed to verb structure in. oral reading,

the 28% in sentence comprehension and the 16% in sentence‘repetition.

This suggests that other factors are operating and that the type of SE verb
structure affects reading comprehension less than it does performance on '

the other tasks. |

3~
¥

Summaiy . : {
.- % ‘ j
Oral production of SE is & function of the particular verb forms . Cbild-—
ren in this study had the least difficulty producing the main verb and'auxf- .
iliary is and the most difficulty producing the present and past tense markers.
“While oral production bf SE is a function of the SE verb fg;)ms children are
asked to-produce, grade level is influential. Black children increase
significantly in the ability to produce SE forms of -—ed, -s, are, and aux-
iliary are from kindergarten through second grade. There were no signifi-
cant increases in the ability to use the SE forms of the main y\erb is_and

——"

auxiliary is; children had little difficulty producing these forms.

. Comprehension of oral S'E is also more a function of the particular'
verb structure than it is of grade legvel, although children increase signi-
ficantly in comprehension of SE at each grade level. Children in this study
had least difficulty comprehending the main verb are and the presenttense
-s sentences and the most difficulty comprehending past tense -ed and main

Q ,
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verb is sentences. Black children in this study increased significantly

in the ability to comprehend the main verb and aux11iary are_ and auxiliary
is from kindergarten through second grade.

In addition, children comprehended both is and are forms better °
when they were used in sentences with regular nouns which provide two &
cues to number than when they were used with identical singular plural- )
nouns which provide only one cue to number, Comprehensmn of both-

' types of sentences increéases with grade level , with the sharpest increase
“ occurring for double cue sentences .indicating increase® awareness, of the

meaning conveyed b')oth noun and verb in SE, . o

»  The data clearly show that among kmdergarten first and second

grade children, the pattern of receptive control differs from the pattern of .
productive control of SE verb forms.

. - & -

;.,g . 34 of the 78 first graders were unable to complete the reading
» tasks qomparisons of receptive and productive language performance were .
made between the readers and nonreaders . The readers comprehended main™"
. verb are sentences significantly better than the nonreaders, while the
- nonreaders comprehended main verb is_ sentences 51gn1ficantly better than -
e thé readefs. The readers also produced 51gnif1cant1y more standard forms
of.third person singular present tense =s, main verb are and au<filiaryare
T)rhile ngnreader‘s -produced significantly more nonstandard* forms of these
structures, Overall children in the first grade who could read demon-
strated greater receptive and productive control of SE than those who could <
‘not read. The difference between the readers and nonreaders was greater
for oral production than for comprehensign of SE,
« First and second grade children who could read demonstrated an
order of receptive and productive control of the six verb forms very similar
« to the order for the total K, 1 and-2 sample. First grade readers were more
similar to second graders in their productive control of SE than they were.
, to first grade’ nonreaders. Further, the first and second grade readers -,
were even mare alike in.their ability to comprehend the SE verb forms than
they were in thg ability to produce them.

-~

Oral reading of SE is also more a function of the particular verb
structure than it is of grade evel although grade affects perféermance.-
- The order of control of the six SE verb forms tn oral reading is identical to
the order Yound in sentence repetition which suggests a relation between
»the two productive tasks.

4

. There is a clear grade related increase 1:children s oral reading
skill but the differences are due primarily to performance on the tense
markers. Second graders produgéd the -s ‘and -ed significantly more often
than first gragers in oral reading. The increase is partfally a '
'. ‘. 4
o '+ i . J
' 0J >
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reflection cf greater decoding skills of second graders. Reading compre-
hension is also more a function of verb structure than it ig of grade, but
verb structure had much less of an effect on comprehension of written SE*
than it did on oral production, oral comprehension and oral reading in SE.
The second graders did have significantly higher reading comprehension

than first graders, -but the differences are due primarily to differences on .

only thé main verb and auxiliary is .

. ‘While children did demonstrate considerable productive control of
SE in both SR and OR tasks, there was also & great deal of variability in
their performance. Children showed more -consistent;control of some SE
verb forms, e.g., main verb and auxiliary is, than others, e.g., the two
tense markers, -s and -ed. Furthermore, variabﬂity in control of SE in 4
both oral production and oral reading decreases as grade level increases;
black children are more consistent in productive control of SE as they prq-
gress through the grades.

Finally, when first and second grade readers' receptive and pro-
ductive language and reading performance is compared, the results show
that the pattern of control of SE verb forms is not the same for all tasks.
The pattern of control of SE verb forms on the SR “and OR tasks is nearly
identical and the pattern of control of SE verb forms on SC is similar to
that on RC, The patterns for the two productive tasks differ markedly,
however, from those for the two receptive tasks. Therefore’, it can be
concluded that young-black children do not acquire receptive and produc-
tive control of SE verb forms'in the same order. Patterns of receptive and
productive control of SE are different and these differences are reflected
in both language and reading behavior.

.



Problem 2 .

i
Dialect Interference in Production of SE- .

.
-

The research questions for Problem 2 were: To yhat extent does
native dialect interfere structurally in black children's oral reproductions
of spoken and written SE verb forms? What is the relation between non-—
standard oral languagé production arl'c'iﬁoral reading performance ?

Findings are presented for the s§ntence repetition'ta;k, the oral
reading task, and the refation between nknstandard responses on the two
tasks. These are followed by findings about linguistic factors4hat in-
fluence SE and NS production,

s

-

Dialect Interference in Sentence

Regetition~

' Chilgireh's responses on the SR task were coded as critical SE re-
sponsesf(C§E) . nonstandard responses (NS) or SE form changes (SFC).

hd -

»

Table 21 presents the frequencies and percentages for each type of

response produced for each verb structure and for the total SR task. The

data are based-on the combined responses of the kindergarten, first and

second grade subjects and provide a general picture of subjects' linguistic

performance on the %R task. '
A

-

A

Table 21

Types of Responses Produced on the Sentence Repetition Task

Type of Response

) Total No, of

< - CSE NS . SFC Scorable
Verb Form f % f % f % Responses
past tense ~ed 638 54 507 43 37 3 1182 ¥
present tense s 729 62 336 28 116 10 1181
main verb are « 741 64 198 17 , 226 19 1165 .
auxiliary are - 817 69 123 1.0 246 21 - 1186
maid verbis = 939 79 101 9 146 12 . 1186 -
auxiliary is 1063 30 64 5 61 5 1188
Total Task 4927 69 1329 19 832 12 7088 -

- ?

Note. Data are based on the cpmbined responses of kindergarten, ,
firs} and second grade subjects (N=198).

I
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For the total SR task,19% of all responses were NS. The percent-
age of NS responses varies, however, for the six verb structures: past
tense —ed, 43%; third person singular present tense =S, 28%; main verb
are, 17%; auxiliary are, 10%; main verb is, 9%; and auxiliary is, 5%.

4 The percentage of CSE and NS responses on the specific structures
as well as the total task fall within rangeg found by previous researchers ”
(Henrie, 1969; Nurss and Day, 1971; DeStefano, 1972). If responses in-
volving SFCs had been extluded from the analyses so that the total equalled
NS + CSE, a procedure used in othep’studies, then the percentages for NS re-
sponsées would be higher. ’ ‘

However, children dg not respond exclusively with the CSE or NS~
forms when asked to reproduce sentences. They sometimes change the
form. In this study, 1/2% of the responses on the total task were SE form
changes (SFC) which’indicates an awareness that SE is appropriate but
suggests that li'}gﬁistic control of specific SE structures is not,complete’.

"¢
v

that the st frequent change was to the past tense, e.g., /'bOy jumps"to

v
Wl}loe/cémination of the SFC responges for the present tense revealed’
"boy jumped." Convers@ly, the most common change for the past tense

-ed s to the present tense, glthodgh this occurred in only 3% of the cases.

For- both the -~s and —ed, the percentage of NS responses far exceeded the

. ’pe{centage of SE form changes.

The high percentage of SFC responseé for the main verb are (19%)
and the auxiliary are (21%)also showsthat the subjects had less produc- .
tive control of these plural forms than of the singular verb forms. Themost

_ frequent SFC for are sentences was the production of singular forms, e.9.,

from "dogs are barking" to "dog is barking." Similarly, the most common
change for is sentences was the production of SE are forms, although this
was considerably less frequent. N

P

Y

In order to determine whether the extent of dialect interference was
significantly different for the various verb structures and to identify grade
related trgnds, gl'ie subjects' NS percentage scores on the sentence repe- R
tition task were subjected to a grade by structure analysis of variance.
Findings are presented in Appendix F. ‘They show that gradeﬁ, verb struc—
ture and the interaction of these variables are all significant factors in NS
production but verb structure is clearly the most influential, actounting
for more th,an 28% of the variation.in childrenﬁ's NS responses. -

Subjects in this sfudy produced signifégantly more NS responses for
the past tense -ed than for the present tense -s, more for the present tense
-s than for the main verb are, and significantly more for these three forms -
than for the three other forms. There were no significant differences in
productidn of NS responses for auxiliary are and main verb and auxiliaryis*
in sentence repetition. - ‘

-~

- ol A # ™~
' l-b . L
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The findings also reveal that second graders gave significantly
fewer NS responses than both first graders and kindergarteners but first
graders-did not produce significantly fewer NS responses than kindgrgar-
teners. The significant grade and grade by structure interaction are due
primarily to subjects' performance on the two tense forms and the main
verb are . Differences among the grades in NS production for these three
structures are significant at the .01 level,

s

The data in this,gtudy show a clear inverse relation between
standard and nonstandard production; as black children increase in their
ability to control production of SE verb forms from kindergarten through
second grade, they significantly reduce! the number of NS responses they
produce, at least in a formal testing situation. This’ relation between
standard and nonstandard production is clearly a function of the specific
verb form, ,

Dialéct Interference in Oral Reading

Frequencies and percentages of CSE, NS and SFC responses onthe
otal reading task are presented in Table 22, The data are based on the
combined responses of the first and second grade readers {N=113).

Table 22

Typé\s of Responses Produced on the Cral Reading Task

] Type \oiBespogse
. Total No. of

CSE NS SFC Scorable

Verb Form f % f % f % Respaenses
. <past tense -ed 326 48 249 37 98, 15 ° 673
present tense -3 395 60 180 27 82 - 13 657
main verb are 505 74 125 19 | 44 7 674
auxiliary are 543 80 106 16 27 4 676
main verb is 591 87 57 8 30 5 678
auxiliary is 597 88 45 7 3,6 3 678
Total Task 2957 73 762 19 319 8 4036

. .-~ "Note. Data are based on the combined responges of first and
second grade readers (N=113). ‘ B

H
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The data show that 19% of all responses on the OR task were NS.
However, the percentage of NS responses varies for the six verb structures.
The greatest number of NS responses were produced for the past tense —ed
(37%) and the third person singular present tense -s (27%). NS responses
for main verb are were 19%, and for auxiliary are, 16%, but for main verb
is they were only 8% and for auxiliary is only 7%. This pattern of NS re-
sponses on the six verb forms--from the greatest percentage for the —ed to .
the smallest percentage for auxiliary is--is the same as that found for the
SR task (see Table 21). -

As in the SR task (see Table 21), more critical SE responses than
NS responses were produced for each verb form. The percentage of CSE
responses in oral reading ranged from 48% for the past tense -ed to 88%
for auxiliary are. ’

For the OR task, the percentage of SFC responses is consistently
lower than the percentage of NS responses for the six verb forms. In the
SR task, there were more SFC responses than NS responses for main verb
and auxiliary are and main verb is . However, the types of SFC responses
made by first and second graders in oral reading were the same as those
made by kindergarten, first and second graders in sentence repetition.

When the subjects' NS percentage scores were subjected to an
analysis of variance, the results (see Appendix G) show that there are
significant differences among the six verb forms in the number of NS re-
sponses made by subjects. In oral reading significantly more NS responses
were produced for the —ed than for the -s, more for the -s than for the are
forms, and more for the are forms than the is forms. (For both is and are,
there was no significant difference in NS production between main verb and
auxiHary forms.)

Shuy (1969) pointed out that SE features which differ least markedly
from BE are more ljkely to be read orally in NS than features with greater
differences from BE. The data in this study support Shuy'g statement, for
the tense markers represent minimal distinctions, whereas is and are forms
represent greater distinctions between SE and BE in both oral and written
language . The data presented here also coincide with the findings of -.
Goodman and Burke (1973), who found that the most common dialect-related
r g miscues involved changes in inflectional endings, such as the -s
ain!d -eY , and with the findings of Ames, Rosen and Olsen'(1971), who
found the fewest oral reading errors for is and are and most for -s and -ed.

The results of the analysis of variaﬁce (see Appendix G) also show
that the child's grade level is a significant factor in the production of NS re-
sponses in oralreading, although grade accounted for only 3. 4'# of the
variatioh in NS performance while verb structure accounted for 22.41%.

The second graders gave significantly fewer NS responses in oral reading

than first graders; however, the significant interaction and tests of the

. o o
{ 4 oot
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simple grade effects show that the grade‘dif erence is due primarily to
performance on the two tense markers, First’ graders produced signifi-
cantly more NS responses when reading the past and present tense sen-
tences than did the second graders, They also produced more NS responses
than second graders for main verb and auxiliary is and are sentences but
the difference between the grades was not significant for these structures.

In summary, the results show that dialect interference in oral
reading decreases significantly from first to second grade, particularly in
reading tense markers, Further, it is clear that production of NS responses

in oral reading is more a function of the verb forms than it is of grade
level,

3

13

Relation Between NS Responses on

Sentence Repetition and Oral
Reading Tasks

In order to determine the relation between NS respdnses on the SR
and OR tasks, a series of correlations was calculated on scores of the
first and second grade readers. The results are presented in Tablq 23, ¢

- There is @ low,though highly significant correlation between NS
scores on the two tasks for the total group of first and second grade
readers, But the correlation between SR and OR is clearly grade related.
There is a significant, moderate correlation between scores on the two
tasks for first graders but a low, nonsignificant, positive correlation for

. second graders. Only among the first graders, then, was there a system-

atic relation between production of NS forms in sertence repetition and
the production of NS forms in oral reading.

Correlations between NS scores on the SR and OR tasks also were
calculated for each verb form. These are shown in Table 23. NS responses
on the SR and OR tasks were substantially correlated for the tense markers
but the correlation was low-for main verb is . All three 6f these correlations
were significant at the .05 level. The correlation for the main verb are
riearly achieves significance at the .05 level but the correlations for the
auxiliary is and are are not statistically significant.




Table 23

Correlations Between NS Responses on SR and OR Tasks

Total Task Correla ti’ons

Grade (N : L P
1 (44) . | .53 .0001
2 (69) " ' .18 " ns

Total (113) | 32 .0001

- Total Group Correlations for Each Verb Form

Verb Form I P

third person singular present tense ~S .47 .05
Jpast tense -ed .41 .05

madpn verb is ‘ .22 .05
hr.i*{g;ﬁ”‘verb are .18 ns

auxiliary is .06 - ns

auxiliary are .09 * . ns

A
»

. In summary, while total task correlations suggest that nongtandard '
oral language production is systematically related to nonstandard oral ’
reading performance, this relation does not hold for the subjects at each

grade level nor does it hold for all verb forms.

7
»

Since the correlations for the verb structures differed greatly, it
was assumed that systematic differences were operating in performance
on the two tasks. Therefore, NS production on the SR and OR tasks was
compated for each verb form through an analysis of variance using grade
and task as the independent yariables. The mean NS percentage scores .
and the results of the analysis of variance for each verb structure are pre-
sented in Table 24. ) :




Table 24

Comparison of Nonstandard Responses Produced By First and Second
Grade Readers on the SR and OR Tasks For Each Verb Forma

SR _ OR Analygis of Variance
X SD X SD Source Fb

p

Third Person Singular Present Tense =S

26.41 24,59 38,23 28,11 Crade (G)
18.13 21,73 19.89 23,80 Task (T)
21.35 23.14 . 27.04 26,98 GxT

Past Tense -ed

46.70 28.03
30.9¢6 26.35
37.09 27.97

Main Verb is

10,61 12.96 Grade (G)
6.99 14.38 Task (T)
8.40 13.90 GxT A

[ ]
Main Verb are

20,20 17 .42 Grade(G)
17.38 15.46 Task (T)
18.48 16,23 G'xT

' Auxiliary Verb is

*
.98~ 8.66 14.98 _ Grade(G)
.47 5.29 11.19 Task (T)
.57 6.60 12.84 GxT

Auxiliary Verb are
6.48 10.34 _ 19.48 17.16 Grade (G) 3.19 ¢

6.35 14.95 12.57 12,21 Task, (7T) 25.41
6.40 13.29 15.26 14.66 GxT 3.54 -

First grade, N=44; second grade, N=69,
bGrade, Task and G x T df=,1911 . .
1
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. The results®in Table 24 show that grade had a signif{cant effect on
NS performance only for the third person singular present tense =S and
the past tense -ed; second graders produced significantly fewetr NS forms
of these two structures than first graders. For the tense forms, only the
results for the present tense -s showed both a significant task and a
significant grade by task interaction. The interaction is due to the sub-
stantially higher percentage of NS responses made by first graders on the
OR task than on the SR task. There was little difference between second
graders' NS responses on the two tasks. The greater number of NS re-
sponses by first graders on the OR task was probably due to greater diffi-
culty decoding the present tense -s marker, in addition to dialect inter-
-ference. ' ’

An analysis of the types of responses made for both the prese'r’lt and
past tense sentences (see @ppendix H) shows that on both tasks most, of
the NS responses consisted of absence of the tense marker, indicating
that interference from dialect in production of tense forms operates in
similar ways in oral language and oral reading.

Task did not have a significant effect on NS responses for the main
verb is , although it did have a significant effect on the main verb are
and auxiliary is and are. For each of these three forms subjects in both
grades gave significantly more NS responses on the OR task than on the SR
task.

. Initially, the results obtained here are surprising in view of the
fact that previous researchers found that dialect interference in oralreading
of the copula and auxiliary forms is not extqns'ive. Since the graphic form
is present in the written language, fewer NS responses would be expected
in oral reading than in oral language production, where copula deletion
occurs rather frequently in BE. However, an analysis of the NS responses
made on the SR and OR tasks (see Appendices I and J) helps to explain’
the greater number of NS responses in OR found in this study.

The primary type of NS response given in OR was lack of number
agreement. For the main verb and auxiliary _ejr_e, 88% and 82%, respectively,
of the NS responses involved the absence of the noun plural -s, e.g.,
"houses are" was read as "house_ are." Only 7% of the NS responses
for main verb and 6% for the auxiliary showed absence of are in oral reading.

The results differed for the SR t'ask; only 7% of the NS responses
for the main verb and 23% for the auxiliary are involved lack of nimber
agreement where the noun plural -s was absent. ;nstead, 51% of the NS
responses for the main verb and 35% for the auxiljary are consisted of
absence of are , with an additional 35% and 32% of the NS responses,re-
spectively, involving another form of nonagreerhent. In the latter case,
the subjects substituted is for are while retaining the plural noun, e.g.,

' "dogs is barking." :

~
{ o
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The finding that children gave more NS responses in the oral
reading of are than they did in sentence repetition is understandable, then,
since criteria for CSE responses for is and are sentences included both
presence of the verb and number agreement in this study'. It has. already
been shown that dialeé®t interferes primarily in oral reading of inflectional
endings; thérefore, the tendency to delete the noun plural -s with are
partially explains the higher NS production for these forms in OR thanin SR.

The higher percentage of NS responses for auxiliary is in OR thanin
SR also is explained by the differences in the types of NS responses made
for this structure on the two tasks. For auxiliary is, 87% of the NS re-
sponses in oral reading were due to nonagreement. In this case, children «
tended to pluralize the noun and retain the is ,e.g. "dogs is.” On the
sentence repetition task, however, 47% of the NS responses involved
absence of the verb form, 31% involved nonagreement where are was sub-
stituted for is , and only 19% involved the same type of nonagreement that
accounts for almost all of the NS responses in OR, i.e., responsés such

, as "dogs is." The same pattern of NS responses was found for main verb
is as described for auxiliary is, but the difference in the number of NS re-

sponses on the SR and OR tasks was not significant for this verb structure.

As the above indicates, dialect does appear to interfere differently
in the two productive tasks for some verb structures. This may partially
explain why there was no significant correlation between NS responses in
SR and CR on the auxiliary is , and the main verb and auxiliary are . On the
two tense forms where the types of nonstandard responses tended to be the
same on the two tasks, there were substantial correlations between NS
production aﬂ‘d-n?ading orally in NS (see Table 23).

‘Linguijstic Factors Affecting Oral

Production of SE Verb Forms

Previous studies have amply demonstrated that a number of linguistic

- factors affect oral productidn of SE forms. In this study also, selected factors

were examined to determine their effects on SE production in the SR task.
The results are presented in the following sections.

Tense Markers. In the present study, the phonetic shape of the
allomorph and the phonological environment following the verb were examined
for their influence on the realization of the tense markers -s and -~ed. In
order to compare the results with previous findings, .the method of; analysis
was similar to that used in previous linguistic research on BE (see Fasold,
1972) . Percentages were calculated for absence of the tense markers for
each allomorph and for each following phonological condition. Only responses
that reflected either presence or absence of the allomorph were used inthese
analysés; all SFC and other NS responses were excluded. Differeiices were
tested using chi-square analyses. :

J
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ghape of the alldmorph on the absence of the third person singular present
t§nse -s and the past tense ~ed are presented in Table 25. .
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The results of the analysis to determine the effect &i the phonetic

Table 25

Effect of Phonetic Shape of Allomorph
on Absence of Tense Markers °

i1

x2=57 .16; p<.001

v

’ e Third Person Singular Present Tense -S
/z/ . /s/ - /+z2/
f % f % f %
%Present - 210 66 243 68 - 276 82
#Absent 108 34 114 32 62 18 »
%2=23.94; p(.001 N
N=1013; df=2
Past Tense -ed
/d/ /t/ /+d/
f % f % f %
Present 134 48 184 50 - 270 73
Absent 198 52 184 50 101 27 .

N=1121; df=2

Note. All NS responses other than those involving absence of the

tense marker were g:-xcludéd from these analyses.

[y

The data for -s show that the percentage of absence of the /z/ and

/s/ allomorphs was nearly equal (/z/ =-34% absence, /s/ = 32% absence), ,,
but there was substantially less absence of the /i-z/ 18% absence). The
chi-square is significant at the p{.001 level indicating that the phonetic
shape of the allomprph has a significant effect on the production of NS forms.

s

LI

3

These results differ from

The subjects in this study deleted the present tense marker significantly

more often for /z/ and /s/ than they did for/A

the findings reported by Berdan-(1973) and Fasold (1972) who found the /+z/
absent more often than the /z/'and /s/ although Fasold found the differences

were not sigr_lificant) .
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The data in Table 25 for the past tense -ed show that the per-
centage of absence of the /d/ and /t/ was nearly equal (/d/ = 52% ab-
sence, /t/ = 50% absence), while the percentage of absence for the /+d/
was only 27%, The chi-square indicates that /d/ and /t/ were absent
significantly more often than the /+d/. The data reported here agrees with
results reported by Fasold and Wolfram (1970) and Fasold.(1972) and fur-
ther demonstrate that the phonetic shape of the allomorph is a-significant
factor in production of NS forms of the 'pa st tense’.

The results of the analysis to determine the effect of the phono=
logical environment following the verb are presented for the third person
singular present tense -s and the past tense -ed in Table 26,

°

Table 26

Effect of Following Phonological Environmept
on Absence of Tense Markers ’

s

Third Person Singular Present

/

1

Tense -s_
v _C
f % f %
Present 385 76 ‘344 68
Absent 119 24 165 32
2
% =9.26; p{01
" N=1013; df=1
Past Tense -ed
_ _C
f % f % ¢
4,
Present 397 71 241 43
Absent . 164 29 319 57

 x%=87.88; p7.001

3
0

A}

~

'~ N=1121; df=1

Note. All NS responses other than those in-
volving absence of the tense markers were excluded

from these analyses.

<
b

-
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The-data for third person singular present tense -s show that the.
absence of the marker differed depending upon whether it occurred before
a word beginning with a vowel or a consonant, When the verb was followed
by a consonant, the marker was absent significantly more than before a
vo’ﬁlgl. These results agree with the findings reported by Fasold (1972)
butdiffer from those reported by Labov (1967).

The data in Table 26 show that the absence of -ed also differed
according to the following-phonological environment. When the verb was
followed by a word beginning with a consonant the marker was absent57%
of the time,nearly double its absence when followed by a word 'beginning
with @ vowel (29%). As thé chi-square indicates, the effect of the follows_
ing phonological environmgnt on the absence of the past tense —ed was _, N
highly significant. These results agree with the findings reported by v
Labov (1967) &nd Fasold (1972), ;

5

While the following phonological environment had a significant
effect on the production of both the present and past tense allgomorphs, 1t'{
had a more profound effect on the absence of the past tense marker as
indicated by the substantially larger chi-square,

Is and Are. It has been demonstrated in previous research that the-
preceding phonological environment affects production of, the copula (Labov,
196_9)0 In the present study, three classes of the preceding phonological
environment were studied to determine their effect on the use of the main
verb is and auxiliary is combined. These incfided -S_ (sibilants),-K°_
(nonsibilant voiceless consonants) and -KV_ (honsibilant voiced conson-
ants). This analysis included only the NS responses involving absence
of the verb agdsnonagreement between noun and verb, The frequeacy and

percentage of CSE and NS responses for each environment are presented in
Table 27. . '

1
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_Table 27

Effect of Precedin'g Environment on CSE and NS Production of
Main Verb and Auxiliary [s Combined

.S K Ko
. Do % f % f %
& andard o e 9l 634 91 720 96
Nonstandard* -~ - 64 9 65 9 33\ 4
: 12516.}{; p(. 001% , h
N=2164; af=2 ¥gy /
*Breakdown of Non-
standard Responses: i . :
Verb Absertt 29 PP 6 15 2
’Nonigreement\ 35 5 19 3 T 18 2
< : - .

® -~

]

The data show that the preceding phonological environment does

" affect the standard and nonstandard production of is and that NS responses

I

i} (1969) whe found is absent most often following -S_.

‘e

*

.. often when preceded by nouns ending Sn -kV

were  fairly evenly divided between.absence of the verb and nonagreement
of number. When preceding nouns ended in -K°_ there were significantly
fewer NS responses, than when‘he preceding nouns ended in -S_ or —K
The breakdown of the two types of NS responses shows is apsent most
(6%) ‘and least often when
These results differ from Labov
The greater ab~
sence after -K _ than after -S_- can be explained by the fact that three of
’ thw.l r -V nouns ended in r- which has been shown to'have a significant
effect on is_ production. The data in Table 2Malso show that the greatest-
» percentage of NS respongses 1nvolving nonagreement between noun and verb’
occurred for nouns ending in -S_ In the majority of these case

- preced'ed by nouns ending in -K°_ (2%).

»
L]

plu.ralized the nouQ while retaining the singular verb, e. g., "hou es is,"
. ,"dgéers is . ]
v 'The 4% overall absence of is found in this study is rather low in .

s

comparison with previous $tudies (Labov, 1969) . Three factors may account
“for this result. In all of the stimiilus sentences a noun phras-g preceded
the verb, A higher percentage of abs  would have been anticipated if
a pronoun had preceded is. Secondly the formal testing situation was de-
signed to elieit SE fo’hqs as much as possible. Third, stimulus sentences

- / 0u

.
.
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in this study were restricted to seven words, considerably shorter than
some of the utterapces okgseryed in oth‘studies. : .
) ' v

The NS responses for are , when preceded by -S_, -K°_and -K _ .
were also studied. Only responses to sentences in which the verb was.
preceded by identical singular/plural nouns were included in this analysis PN
since the pluralized forms of the regular nouns do not provide compara ble '
; environ‘nents . Findings are presented in Table 28, p

% -

. Table 28

. Effect.of Preceding Environment on CSE and NS Production of -
Main Verb and Aukxiliary Are With ISP Nouns

- & \Q ) 5 4@7

S Ke \ gY . ’
- \ f % - f % f % b
EY e R ’
- .. Standard 220 94 264 93 ?231 85
@ ' ’ T " .
. * +Nonstandard * 15 6 20 7. 40 15
% =13.38; p¢.01 .
N=790; df=2 , J ’
*Breakdown of Non- . o -
X - standard Responses: i ’ Y
[
Verb Absent 13 5 L7 6 . 38 14
¢ . u ’ " r?‘;.
Nonagree- . 2 1 3 -1 2% 1 ‘
. ment .
' Noteqi Responses for main verb and auxilihary are were combined in this
analysis." ’
’-v’ v
1‘ * -

' The data ‘show that the preceding phonological gnvirogment does

+ affect production of standard and nonstandard forms of are and that the ab-
sence of are was primarily responsible for NS responses under each of the
three conditions, As the chi-square indicates, there were significantly .
more NS responses when the are was preceded by nouns ending in -}(V_than
when p{eceded by nouns ending in =S_ or =K°_. This can be explained 115
the fact that the -K'_ noun preceding the main verb and auxiliary are ended

* in'-r, The profo,und' effect of the preceding -r on the absence o’fgg_g_ has'
been observed in other studies SWolfram, 1969: Fasold and Wolfram, 1970).

@ -
- .
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The effects of single and double cues to number were examined
separately for is and are sentences. Sentences containing regular nouns,
which provide an additional cue to number were contrasted with sentences
containing identical singular/plural nouns that provide no additional cue
to number beyond the verb. The frequency and percentage of CSE and NS
responses for double cue and single cue sentences are presented in Table
29. The data show that there were significantly more NS responses for
both the is _and are«in double cue sentences "

The breakdown of the NS responses for both is and are shows that
absence of the verb was about the same in double cue and single. cue
sentences, but that a higher percentage of NS responses in double cue
sentences involved nonagreement (is = 5 % nonagreement, are = 13% .
nonagreement). It should be noted that under both conditions the are

was deleted more often than is, a finding which agrees with earlier studjes.

The most common type of nonagreement found in this study was use
" of a plural ndun with is , e.g., "houses is " and it occurred in response
to sentences involving both the is and are. This highlights the need to
consider not only presence of the verb but also number agreement in study-
ing black children's control of is and are. , s . ?

[

+

Summary . .

. . P, - - T

, The findings for Problem 2 show that subjects produged more SE _
¢ responses than NS respomses both in sentence repetition and in oral read-
ing. Critical SE resporrses accounted for 69% of all responses 'made byX,
1 and 2 subjects on the SR task, and 73% of all responses made by first-
and second grade subjects on the oral reading task, indicating that to a
large extent young black children can productively control SE grammati-
* cal forms in structured language and reading tasks in a formal schbol
sefting.
The data also indicate, however, that dialect does interfere in
Yoral r@&roductions of spoken and written SE verb forms. On the SR task’.
and on the OR task 19% of all responses wére nonstandard in form. But
the findings also show that more nonstandard responses were produced
for some verb structures than for others in both oral production and oral
reading. Substantially more NS forms were produced for the present and
past tense than for the main verb and auxiliary forms of be. There were
'sukstantially more NS faorms produced for main verb and auxiliary are than
fo 3nain verb and auxiliary s sentences -
The data confirm earlier findings that dialect’ interferes’ most in
oral production and oral reading of SE forms involving inflectional endings,
such as the tense markers studied here. It is obvious tHat NS responses

.
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\_\ _ of Is and Are
L ) Main Verb and Auxiliary is Combined
4 N - )
‘ _
, \ Double Cue . Single Cue |
™ Sektences _ ., Sentences
£ % f. %
Standard 991 91 1011 94
Nonstandard* ) 102 9 60 6
x%=10.84; p<.001
N=2164; df=1 .
*éreakdown of Nonstandard Responses:
Verb Absent . 46 4 44 4
Nonagreement - ‘ Y 56 . 5 - w16 .. 2
) “ 2N
Main Verb and Auxiliary are Combined
, Double Cue Single Cue’
Sentences Sentences
- k N % - £ %
Standard - _. 843 78 ' 715 91
: - . 3 ' s
Nonstandard* ) 244 22 - 75 . 9
2 < . T ‘ .
x°=75,09; p<.001 :
N=1877; df=1 ;
! N -’
. *Breakdown of Nonstandard Responses:.
Verb Absent 3 100 . 9 68 " B
‘ Nonagreement . 144 13 7\ 1

‘Table 29 T e

i " pffect of Number Cues on CSE and NS Production

S




. EKC followed by a word beginning with a consonant than when followed by a

in oral produc&n and oral reading are a function of the type of grammati~ R N
" cal forms testéd. ’

Ps

The findings show that NS production also is grade related: second
graders produced significantly fewer NS responses than either kinder-
garten or first grade subjects on the SR tasks, while kindergarten and first
grade suBJects produced about the same number of NS responses. In oral
reading, second graders produced significantly fewer NS responses than
first graders. The effect of specific verb structures is again observed
through the grade level comparison, with tense forms atcounting for most
of the differences in performance. -
When the 'first and second grade readers' NS responses on the
two productive tasks were correlated, the results sHow that there is a
low,but significant correlation ‘between NS responses in oral production ¢
and oral reading,but the relation is clearly grade related. There is a .-
substantia ignificant relation ‘between NS production on the two ”
tasks for the firgt graders,indicating that subjects at this grade level who
tended to give NS responses in sentence repetition also tended to produce
NS responses41: oral reading. For the second grade, however, there is a

indica¥Ing no systematic relation between NS oral production and NS re-
sponses in oral reading.

3

. When subjegts' NS scores ior each verb structure are examined, ‘

there are significant correlations fpr only three of the six sfructures, in- k

#icating that the relation between NS responses in oral language and oral .

reading is not the same for all verb sguctures. Comparison of subjects'

NS performance on specific verb structures also shows that, in general,

there were more NS responses in OR than in SR, The exceptions were -ed,

for which the greatest number of NS responses were produced, and\is, for

which the fewest number were produceéd. For neither structure, hoWever,

is there a significant difference between SR and OR. % )
There is evidence that dialect interferes differeptly in oral pro-

duction and oral reading of specific verb’forms. In both SR and OR,

absence of the marker accounts' for most of the NS responses for the past

and presens tenses. On the other hand, for main verb and auxiliary _ii )

and are, nonagreement accounts for nearly all NS responses in OR, but

both nonagreement and absence of the verb account for the NS responses

in SR.

"The effect of selected linguistic factors on aral production of SE
verb forms was studied and the findings show'that the phonetic' shape of {
the allomorph does affect presence of the tense markers -s and —d: The. ’
Xtz/ allomorph was absent significantly more often than the /z/ or /s/ and
the /¢d/ allomorph was absent significantly more often than /d/ and /t/.
" In additiof, both tense markers were absent significantly more often when

87
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" word beginning‘with a vowel, -
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Production of main verb and auxiliary is and are forms was affected
by the preceding environment, Fewer NS responses for lg_fo‘rms were pro-
duced in sentences in which the verb was preceded by a nonsibilant voicg-
less consonant thah when preceded by a nonsibilaat voiced consonant ora
sibilant. More NS responses for ﬂformsav"ere produced when the verb
was preceded by a nonsibilant voiced consonant than when preceded by a
sibilant or a nonsibilant voiceless consonant. In addition, subjects pro-
duced more NS responses for is and are sentences containing two cues to
number (noun and verb) than for sentences containing only one cue to num-
ber (verb). The greater number of NS responses in double cue sentences
highlights the need to opfrlsider not only presence of the verb but also num-
ber‘agreement in_stud(ing black c¢hildren's control of is dnd are.

’
» .
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Problem 3 . .
~ .
Relation Between Comprehension &nd Oral Production of SE '

The research questions for Problem 3 were: What is the relation .
between comprehension and oral production of SE among kindergarten,
first and second grad,e(black children? Is the relation between recepttve
and productive control of SE the same for all verb forms, and is it grade.
related" Since many subjects in first grade were nonreaders, a third
question was added: Are there differences in these relations for the
children who can read?-

If the tasks used in this study were measuring an underlying
language competence in SE which is demonstrated in performance, andif

receptive and productive abilities in learning a second dialect are related, A
then, as others (Osser, et. al., 1968) have pointed out, two things should
be observable in the data. First, there should be a high correlation be- L

tweens.individuals' scores on the SR and 3C tasks, and second, there
»should be considerable similarity in patterns of responses on the same
items in the two tasks. Todetermine if these relations exist for the sub—/

o )ects in this study, correlation coefficients for scores on the™SR and SC
tasks were computed for each grade (K, 1 anc 2) and for ithe total group,
'and the mean scores on the two tasks were compared using L tests. The
same analyses also were computed for the first and second grade resgers .

. ‘l. “’
Relation Between SR.and SC for !ﬁ © ) ) :
1and 2 Subjects v K ’ -
. . . . , y .‘
. The results ‘of the.analyses for the K, 1 anét 2 sybjects are pte- ¢
’ sented in Taple 30. , . ‘ o -
> ' b ’
. - . ) Table 30 R L ' S
Comparison of Performance on the Total SR and SC Tasks
" SR~ 8C _ B N . -~ - Correlation ;
Grade X X D df’ ratio  ,p r D

N . Qe » .

. kK 62,37 51.82 10.55° §0 " 3.73 .0001 -.06 ms ;o
1 67.13 . 58.33° . 8.80 77 4,40 .0001 ' ..21 ns® .
2 .77.13 " 62,12 15.01 68 8,58 .0001 " .38 .001" -
’ ° - - -

Total 69.39 57.97 11.42 197 9.19 .0001 .31 .0001

s 4 3 »
. . .

9 = .07. . f .
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The data show that.the mean for the total SR task is significantly
"htgher tharvthat for the total SC task for the total group a’s well as for, _
~ each grade’level. Subjects'.oral production of SE was generally higher
than their comprehension of SE. These results differ from previous studies
which show black children's comprehension«o be higher than their produc-
tion of SEWe.g., Osser, et. al., 1968).

. The data in'Table 30 indicate that there is a low, but significant,
' positive correlation between production and comprehension df SE for the
\7!gtal group.. -The correlation is clearly grade related. At the kindergarten

level, there is no signifi;an't correlation between performance on the two
tasks. At the first grade, however, there is a low positive correlation |
which is significant at the .07 level. At the segdnd grade there is a low,
but highly significant, positive correlation between the ability to produce
and the ability to comprehend SE.
. Examination of NS oral production of verb forms to see if they are,
associated with lack of c,pmprehension of the SE verb forms gives a differ-
ent view of the relation between comprehension and production. The cor-
redation between subjects' NS percentage scores on the SR task and the
percentage scores for errors on the SC task for kindergarteners is not
significant (f = -.09); for first graders, however, there is a low, but sig-
nificapt,covrelati& = .22, p<.05); and for second graders’ the correlation
increases to r.= .35, which is significant at p{.003. Both approaches show
that from kindergarten through second grade the correlation between recep-
tive and productive control of SE increases. '

-
»

Since previous sesearch has shown that receptive and productive
control of SE may differ for specific features, performance on the two tasks
was compared for each of the six verb structures. The 'results‘are pre-

.sented in Table 31. The data show that the relation between receptive and
v ‘ pr ducti'v:e control of SE is not the same for the six verb forms.

-

tense markers, -s and -ed, there'is no significant correlation
"between ability Y Produce ‘the CSE tense forms and the ability td compre-

. hend them. A comparison of the means for the present tense marker shows

. that for the kindergarten, ftrst grade pad the total group, comprehension of
‘the verb ferm is signifdgantly higher than production, however, there is
no significant difference. itween production and comprehension of the

) present tense marker for the second graders. This indicates a grade by )

" task interaction. As reportkd earlier,there were no significant differences

¢l among the grades on comprehbgnsion of this SE structure but there .was a

significant increase in the abii{ty to produce the present tense m_arker be-
tween the first and second grades. , T .
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Table 31 .
Comparison of Performance on SR and SC Tasks
‘ by Verb Structure

Vers - SR sc t- Correlation
Form Grade X X D ratio® p r _ p
present K  55.08 70.22 -15.14 - 2.68 .0l -.15 ns
tense 1 54,36 72.82 -18.46  ‘4.55  .0001 .05 ns
B 2 74.58  73.14 1.44 .38 ns 08  ns
' Total 61.59 72.26 -10.67 4.10 .000l .01 ns
past - K  43.51  38.53 4.98 .95  ns -.23  ns
tense 1 51.79 39.83  11.96 3.10 .005 .08 ns

—ed 2 64.07 41.57  22.50 6.40 .0001  ..l18 ' ns-
Total 53.94 40.10 13,84  5.73 .0001 - .05. ns

main 4 K  76.06 _41.18  34.88 8.52 .0001, ~ .00 ns

verb 1 78.86 41.88  36.98 11.75 .0001 , .10 ns
s 2 ©1.59 .44.90  36.69 12.51 .0001 ..32. .01

Total 79.09 42,75 36,34 19.00 °.000] 15 .05

main K 53.80 64.02 -10.22 2,01 .05 10 ns

verb = 1 61.85 74,53 -12.68 3.68  .000L .33 .005 *
are "2  71.13  78.97 .- 7.84 1.97 ns . .07 ns
Total 63.01  73.37 -10.36 4.43  ,001 -+ .23 .00l
) - - -~
) - . . ' . - < .
™ auxiliary K 86.55 45.76 " -40.79  f0.20° .000r  -.10. ng -
) is 1 88.87 52,95 35.92 12.¥8  .000l 22 ns
2 92,25 62.33 29,92 ' 10.36  .0001 .12 .ns
.Total 89.45 54,37 35,08  18.81 0001 .13 ns
m auxiliary K  58.43 ' 51.31- 7012 1.24 . ns -.05, ng
-, are 1 66.18 67.09 - .91 *, .25 'mns - .30 .005*
2 79.61 72.19 7.42 1.95 ns .05 hs . -
Total '68.86  64.80 4,06 . 1.65 ns .20~ .005
N ' : ’ ’
’ ‘@ Degrees of freedom for kindergartén=50, first arade=77,
second gradé=68, total groupFl197.. . -,

/

v ' -
o 91 .
Pl ¢ .
/ ,

.
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Performance for the past tense differs from that for the present
tense. The first and second grade and the total group have signifigantly
higher production than comprehension of this structure but there is no
significant d1ffer;ence between production and comprehension for the
kindergarteners. "Since, as reported earlier,, there were no significant
differences among the grades in the ability to comprehend the SE past
tense but there were significant differences from kindergarten through
second grade in the ability to produce it, there is an obwious interaction
between grade and task for this verb structure also.

While it is obvious that children have difficulty controlling produc-
tion of both SE tense forms, the data show relatively-high comprehension
of the present tense and much lower comprehension of the past tense.

This bears out other studies that have shown that young children generglly
have difficulty understanding the past tense (Hall, Turner and Russel’l,
1973}, .

An alternate explanation may lie in the materials used for the

. scomprehension task in this study. When the present and past tense were
contrasted with each other in the pictures used to assess comprehension
of each tense form, children tended to select the more salient action of
the present tense picture for both present and past tense sentences, e.g.,
for jumps and jumped. This might explain the relatively high comprehen=- °
sion scores for the present tense and the much lower comprehension scores

) for the past tense. Under these circumstances, it would be inappropriate W

. © ~td assume that children's lack ofscomprehension of SE past tense forms is

) attributable primarily to dialect interference. General understanding of

tense concepts must be considered in addition to.the role of dative

dialect’interference.

r

Cn the other hand, Henrie (1969) has shown that black children's
use of the uninflected NS equivalent of the SE verb form, e.qg., jump.,’ p
tends to convey an active meaning. It is possible, then, that nfany sub-
jects did not pay attentioh to the subtle fnflectional endings for the past
and present SE v&b forms and simply construed the stimulus to be the
" 86 equivalent and chose the active pictute. - ‘
Another perspective is obtained by calculating a grammatical )
“ contrast gcore for CSE production and comprehension by combining sub-
jects’ CSE percentage scores for ‘the present and past tense on each task.
"~ When this was done the total group's produc;ive CSE mean score for the
two tense forms was 57 77 and the comprehension CSE mean score was 56.18.

.
L s
.
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This demonstratgs there is little difference between receptive and produc-
tive control of tense distinctions when the present and past tense are
conS¥ered together. This is in line with Tortey's finding (1969) that the
SE features that black children produce' least often--inflectional endings--
were also the ones they have difficulty understanding.

" Findings for is (Table 31) show no significant correlation between
production and comprehension for any of the groups for auxiliary is; there-
~ 1s a significant correlation, however, between production and comprehen-
sion of main verb is for the total group, due primarily to the. significant?
correlation for the second graders.

The mean scores for the main verb ig and auxiliary is show that
CSE production is significantly higher than comprehension for each grade
and the total group. As stated earlier, subjects had very little difficulty
In producing-the SE forms of the main verb is and auxiligry is , hardly sur-
prising since these forms occur in BE. On the other hand, the black child's
frequent  selection of the plural picture when presented with a stimulus.
sentence containing th& singular is demonstrates his relatively low com-
prehension of the number marking by this feature.
o
A-partial explanation for this behavior may lie in the similarity
between sounds 'of BE and SE forms, particularly in sentences involving
sibilants preceding the verb, e.g., house_ is very, fish is diving. Sub-'
" Jjects:may have construed the stimulus sentence to contain the noun plural «
-without the are, a common sequence in BE, e.g., houses _ very, fishes
.. diving, and selected the plural picture. Although the stimulus tape pro-

vided a juncture between the noun and verb@gthe similarity in sound between -

"The big brick house is very old" and "The Dig brick houses veryp'ld" may
have resulted in interference in comprehension, .
The results for are differ from the results for'is . Here there are
- significant correlations between CSE production and comprehension for the
total group for both main verb aia'nd auxiliary are due primarily to the
first graders' performarice on the {wo tasks", ' ‘
While there are no significant differences i)etween ¢omprehension
"and production for the total group or. for each grade for the auxiliary are,
there &re significant differences on the main verb are for kindergarten,
first grade and the tot lgroup. The difference for the second grade nearly
reached sigiificance (p<.053). Children's receptive control of the main
verb are was highem'than their productive control, But for auxiljary are pro-
ductioﬁgs‘slightly byt not significantly higher thah comprehension, -
Comparison of data for ntain verb are with data for main verb is
show$ an invc:arse relation hetween comprehénsion and production. AQpar:-
ently, dialect interferes with production of main verb are much more than

] . . No.
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with main vet’b is . This was borne out by the analysis of NS responses in
the SR task (Appendix F). The majority of NS responses to main verb are
involved absence of are ‘or substitution of is with the. plural noun, e. g
houses _ . very, and houses is very (see Appendix I).

. The higher comprehensiotl scores for main verb are than for mam
verb is, reflect less dialect interference in the comprehension of are For
one thing, is functlons as both a singular and plural form for many BE-
speakers (Fasold and Wolfrgm 1970), whereas are, so often absent in BE,
can be identified more easily as an SE number marker. Further  since
nouns characteristically carry cues to number more than vetbs and half of
the stimulus sentences used to test are contain regular plural nouns, and
s1nce as demonstrated in the.examples above, even NS¥P esponses for the
plural verb form generally retain the plural form of the regular nouns§,

.is not surprising that there is greater comprehension of the main verb Q_li
sentences. ' ‘

S

€

The ‘nverse relation between receptive and productive performance .
found for main verb is_and main verb are is not found for the auxiliary is_
-and aux111ary are. Although for auxiliary is, significantly higher produc-
tion than comprehension is again found , the revérse is not true for the
. auxiliary are; there is no significant difference between production and
comprehension for the auxiliary are. . .

It is evident, then, that interterence from native dialect functions

vdifferently in the. production and comprehension of the main verb and
auxiliary forms of is and are . However when the grammati,ci contrast
scores were ca.lculated for the main verbs and auxiliary ver ey show
that production of CSE verb forms is substantially higher than comprehension
of them. The total group CSE production mean score for the main verbs
taken together is 71.05 while the CSE comprehension mean score is 58.06.
For the aux111ary is.and auxiliary are combined, the total group CSE pro-
“duction mean, ‘score is 79.16-and the CSE comprehension mean score is
59.59. Black children have less. difficulty prodicing is and’are than'they
do comprehending tfe number contrasts these SE verb forms represent ¢
These findings confirm- those of Nurss and Day (1971) Wwho also found that
production of is and ere in a sentence 1m1tation task was higher than com-

-
»
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Relation Between SR and SC for First
and Second Grade Readers

‘Performance on the SR and SC tasks also was compared for sub-
jects in the first and second grade reading sample, The results indicate,
that the relations between comprehension and oral production in SE among
children who could read are similar to those found for the total K, 1 and 2

"sample, Table 32 compares gomprehension and CSE production for first
and second grade readers. . )

Table 32 '

Comparison of Readers' Performance on the Total-SR and SC Tasks

4

R sC
: . " E t- Correlation .
" Grade X X D df  ratio p r P o
1 71,52 . 60.55 10.97 ‘33 4,45 .0001 ' .19 ns
77.13 " 62,12 15.01 68 8.58 .0001 .38 .001
Total 74.95 61.50 13,45, ,.112 9.32 .0001 .32 .001
-

As the total task data in Table 32 show, there is a significant but
low positive correlation betweeh comprehension and production for the
total group of readers which is attributable primarily to the significant

' correlation found for the second graders. There is no significant correla-
tion for the first graders, suggesting that even among the first graders who
could read there is no significant relation between the . ability to compre~
hend SE and the ability to produce SE.

The data also show that among the subjects who read at the first .
grade level, production of SE was higher than comprehension, Thus, the
pattern of relations betwe%n readers' performance on the total SR task and

P the total SC task.\are the sgme as those for the total K, 1 and 2 sample. ’
The results of the comparison of readers' comprehension and CSE
production fer each verb structure are presented in Table 33. .

* ‘ ) l-)
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. Table 33

Y

Comparison of First ‘and Second Grade -Readers’ Performancje
on SR and SC Tasks by Verb Structure

‘}l
- R
-

9
Verb SR SC 4 t- Correlation
' Form Grade X X D - ratio® ., b r - p
present 1 63.32 75.70 -12.38 2.27 .05, . -.23 ns
tense ~ 2 74.58 73.14 1.44 .38 ns .08  ns
-s - Total 70,19 74.14 = 3.95 1.23 ' ns -.05 ns
past 1 52.95 43.68 9.27  2)d4 .05 .30 .05
tense 2 64.07 41,57 22.50 6.40  .0001 .18 ns
. -ed  Total 59.74  42.39 17.35 6.12 .0001 .21 .05
’\
main 1 76.91 37.50 39.41 9.04  ,0001 .03 ns
verb 2 81.59 44.90 36.69 12,51  .0001 .32 .01
is’ Total 79.77 42,02 37.75 15.36  .0001 .22 .05
-— ' ’ /
main 1 70.57 81.73 -11.16" _2.63 _ .0l .29 ns
verb 2 71.13 78.97 .- 7:.84 1,97 ns . .07 ns
© are Total 70.91 80.04 - 9.13 .3.11 .005 .14 ns
auxillfary 1 86.34 53.02 33.32 7.52 .,0001 .17 ‘ns
is 2 92.25 62,33  29.92 10.36 .0001 .12 ns
Total 89.95 58.71  31.24 12.70 .0QQl .17  ns
auxillary 1 78,73 70.07 ,8.66 . 2.03 .05 .14 ns
are 2 79.61 72.19 7:42 1.95 ns .05 ns
Total 78.27  71.36 7.91 @ 01 | .09 ns
. . '

aDegrees of freedom for first grade = 43',' secofld grade = 68,

tota} ggoup = 112, ' .
Q 3 o "
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With few exceptions, ‘relat;ions between comprehension and pro-
. duction for the verb structures are the same ds-those found for the total
~ K, 1, 'and 2 sample (compare Tables 31 and 33). Whereas the correlation’ .
between SR and SC performance on the past tense -ed is not significant
for the total first grade sample, it is significant for the first gi'?adé readers®
On the other hand, there is no sigmificant correlation between SR and SC
performance on main verb are and auxiliary are among the ‘first ade
_readers whereas there is for the total first grade. For the auxil%ry_arg, the
first grade readers have a significantly higﬁer mean on the SR thdn on the.
SC task whereas there is no significant difference in the SR and SC auxiliary
are means for the total first grade. It will be recalled that performance on
the two aré verb forms accounted for major differences in SE language per— .
formance of flI'St grade readers and nonreaders. L.

v [ ]
7

Even among the readers who ds @ group showed higher comprehen-
sion and CSE production than the total sample there is little if any re-
lation between the ability to comprehend a specific SE verb form and the
ability to produce that feature. The findings for the readers thus confirm
that interference from the child's native dialect operates differently in
production and comprehension of specific SE verb structures.

4

The readers' pattern of porriprehension and production for the
: two.t‘ense forms is 'similar to those found for the total K, 1 and 2 sample.
Readers as a group have substantially higher SC than SR mean scores for
the present tense and substantially higher SR than SC mean scores for the
past tense. Again, the differénce between comprehension scores for the
two tense forms is greater than the difference between the production
scores for thé two tense forms.

v

. The readers' patterns are also similar to those of the total sample
. for the main verb and auxiliary verb is and are. There was higher CSE
production than comprehension for main verb is and auxiliary is, higher
comprehension than production for the main verb are, and higher produc--

tion than compreherision for auxiliary are.
: *

Grammatical contrast mean scores for first and second grade
readers‘_ the total first and second grade sample and the total X, 1 and
, 2 sample (see Table 34),show that although the two first and second grade
t, groups had_substantially higher means for SR than for SC on the tense forms,
the mean gremmatical contrast scores for the SC task are comparable féor ¢ ..
the three groups. This indicates that first and second grade black children
have more difficulty comprehending contrasts represented by SE tense forms
than they do producing those forms.

“!
¢




' Table 34

SR and SC Means for Each Grammatical Contrast

-

D Grammatical Contrast Means

‘ . aux. is/
/V . Group ) Task -ed/-s is/are aux. arg
"Total Kdg.,First and SR " 57,77 71.05 79.16
Second Grade Sample SC '56.18 58.06 - . 59,59
Total First and Second SR 60.70 73.18 81.47
Grade Sample sc = 56.81 59.86 63.40
First and Second : SR ' 64,97 » 75.34 84,61
Gradée ReadJers ‘SC - 58.27 61.03 65,04

Comparison 6f grammaticak contrast mean scores for main verbs is/

are and auxiliary verbs L_/are shovy‘s):thet the pattern for comprehension
and production of these SE verb forms is similar across all groups, the

.total K, 1 and 2 sample, the total first and second grade sample and the
first and second grade readers. Children in this study had more difficulty
.comprehending the number contrast represented by the main verb and auxiliary
forms of is and afa ' .than they.did producing:the'SE features, which,

: thii; study, included not only the verb but noun verb agreement as well

Summagy "
The-findingls reported-above for total task performance show that

there is little relation betw&en black children's ability to comprehend SE

and their ability to produce SE, although there is some evidence that by

second grade there is a systematic (but not a strong) relation between the.\ .

two abilities. In addition, total task data show that production of SE

verb forms, as measured by sentence repetition, is-generally greater

than comprehension. ' '

Comparison of the subjects' receptive and productive control on

each of the six verb structures shows little systematic relation betweén

C _ the ability to comprehend*a specific SE verb form and the ability to pro-
duce it orally. For|some verb forms, SE production is higher than compre-
heneion and for others comprehension is higher than production when each
is examined separately. Comparisons of receptive and productivn ~ontral

of the verbs in the three grammatical contrasts, however indicate that

\ , 93
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1), comprehension of the grammatical contrasts represented by SE verb
forms isolated from ceontextual redundancy is generally more difficult than
-production of those forms, and 2} .native dialect operates differently 1n
the production and comprehe’nsion of specific SE verb forrns.‘

It is possible that the relation . between comprehensiqn and produc-
tion might have been different if the SR and SC tasks had been administered
together. As Hall, Turner and Russell (1973) point out, the two tasks' must
be given together to find out if the subjects' responses on the SR task in-
fluence picture choice on the SC task. Using this procedure, they. found -
a significant moderake (r = .55) correlation between imitation and compre-
hension for theiy first grade urban black subjects but not for their fourth
grade subjects. They did not find a significagt correlation between either
groups' ability to reproduce and to comprehend the present and past tense,
tw‘o of the structures examined in the present study.

’

For the two fasks‘thét were administered tgpgether in this study,
oral reading and reading comprehension, significant correlations were found
These findings are discussed in the next section.

-
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. Problem 4 ., ] .

Relation Between Oral Reading in SE ..

-

and Reading Comprehension

The research questions for Problem 4 were; What is the relation
between oral reading in SE and reading comprehension among first and
second grade black children? Is the relation between oral reading in SE -

and reading cpmprehension similar for all verb forms a_na is' it grade related?

N\

In order to determine the relations between oral reading in SE and
~ reading comprehension, correlations were computed for subjects' scores
on the OR and RC tasks and their mean CSE percentage scores on the-two
tasks were compared using t tests. Results are presented in Table 35.

Table 35.

Comparison of Performahce on the Total OR and RC Tasks

OR RC . , Correlation
Gradﬁe' ? X D . df raFt;.o p - r P
1 65.93 55.64 ‘1‘0.29 43 s5.78 - .0001 .38 .01

2 ' 76,62 63.23 13,39 68 7.52 .0001 .36 .005

| Total - 72.46 60,27 12.19 112 9.43 0001 .45 .0001

L]
-

The data show that for the total group'agd for each grade there is a
signifizant positive correlation between scores on the oral reading and
reading comprehension tasks. Although the correlations are low they are
sighificant, indicating that oral reproduction of written SE verb fefms is '
systematically related to comprehension of the forms. Since the OR and
RC tasks were administered together 2 the significant correlations provide
some evidence that subjects’ oral reading responses influence their picture
selection. Further evidence is provided by the significant correlations
that were obtained between NS respon#®s in oral reading and failure to
select the correct picture. The correlations were .41 for the total group,.
.36 for the second grade and .32 for the first grade,

. ]

Results of the t tests for total task performance show that readers’
ability to produce CSE forms in oral reading was significantly better than,
their comprehension. This is consistent with the-findings for the readers’
SR and SC performance (see Table 32) which show CSE oral production in

1090
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sentence repetition to be significantly better than comprehension in re-
sponse to spoken stimulus sentences.
Correlation coefficients also were calculated for sub]ects scores
* ° on each-of the .verb forms and the means were compargd using t tests, The
results are presented in Table 36.

The results of the correlational analyses for the .verb structures on |
the OR and RC tasks differ sharply from those found for the readers’ SR and
SC-tasks (see Table 33). Whereas correlations for only two of the verb

_ structures were significant on the SR and SC tasks, nearly all the corre-'
lations between the two reading tasks are significant. ‘The exceptions are
- the nonsignificant correlations ‘for first graders for the present tense -s,
and second graders for the auxiliary are and the past tense -ed. The past
tense -ed correlat1on for the second grade. almost reached significance at
the .05 level (p = .054).

. Correla\tions for the six verb forms show that for the most partthere
© 1s a systematic relation between reading the SE form of a specific feature '
orally and comprehension of the form; however, the strength of the,relation
varies for different structures, For example, the significant total group
correlations between OR and RC range from .19 for the present tense -s to
.52 for the main verb is . This suggests that, as in the SR and SC tasks,
other factors operate to influence control of the various SE verb structures
in reading,. Undoubtedly, the factors include 1) subjects' control of the
various SE featured in oral form, 2) their skill in decoding written SE forms,
and 3) interference from native d1alect in oral read1ng and comprehension
of the forms; oo )
Examination of the data for the present tense -s shows different
performance patterns for the subjects at the two grade levels. While there
is a low positive, but significant,correlation between OR and RC for the
. - second graders, there is a low negative,but nonsignificant,correlation be-
tween'the two tasks for'the first graders. -The t tests also show thatthere
. 1s no significant difference between second graders' scores on the two
tasks; however, first graders' RC scores are significantly higher thanthe1r -
OR scores for this structure,
Among the second graders, then, there was a systematic relation
. between reading the -s marker orally and comprehending the present tense
’ sentences, although this relation was pot strong. The findings also indi-
cate that secend graders had comparable difficulty with comprehension and
- oral reproduction of the written forms of SE present tense verbs.ZT'his
pattern of receptive and productive control of the -s marker in reiding is
the same as that found for second graders' performance on the two language 5
tasks (see Table 33) where there also was no significant differerce between
‘oral production of the -s marker and aural comprehension of present tense

-
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Table 36

Comparison of Performance on OR and RC Tasks
by Verb Structure '

L]

2 .
Verb OR RC . t- . Correlation
‘Form _Grade X X D ratio® p - ‘P
present 1 42,52 * 63.98 -21.46 3.55 . .001 -.14- ns
’ tense 2 71.58 69.23 2.35 ;61 ns .34 .005
-S Total 60.27 67.19 T 6.92 © 1.99 .05 19 05
'y
- past 1 36.82 36.82 0.00  0.00 , ns .42 .005
tense. 2 55,75 46.62 "9.13 2,20 .05 .23 nsb
—ed Total 48.38 42.81 5.57 1.84 ns /.34' .0001
- main 1 82,89 43.91 38.98 8.54 .0001 .35 .05
verb 2 89.83 66,67 23.16 8,11 .0001 .60 .0001
< is Total 87.12 57.80 29.32 11.35 .0001 ﬂ.52 .0001
main 1 71.36 68.11 - 3.25 .76 ns .47 .00l
verb 2 77.03 62.54 14.49 4,33 .0001 .28 .05
are Total 74.82 64.7% 10.11 3.77 .0001 .35 .0001
/ _auxiliary 1 85.61 52.27 33.34 7.89 .0001 .42 .,005
is 2 89.59 70.77 18,82 6.48° .0001 .45 .0001
Total 88.04 63.57 24.47 9.79 .0001 .44 ,0001
auxiliary 1 75.57 68.89 6.68 1.71 ns .42  ,005
are 2 84,00 63.70 20.30 6.32 .0001 .06 ns
Total 80.72 65.72 15.00 ‘\5.88 .0001 .21 .05
Q aDegrees of freedom for first grade = 43, second grade = 68, totaI'
EMC group = 112, {2 )
JAFuitext provid: ic \.'

by = 054,

*
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sentences. [lowever, there was no sfgnifi_cant relation between second

b
graders' SR and SC sdores for this verb structure, as there was for their *
scores on the OR and RC tasks. S

"The mean data in Tab}é 36 suggests that, unlike the second graders, -

- Wrst graders had significantly more difficulty producing CSE present tense
forms in oral reading than they did comprehending the formg, The first
graders' performance on the OR and RC tasks is consistent with observed
behavior on the SR and SC tasks (see Table 33) where there also was a low
negative ,but nonsignificant,correlation (-, 23) between first grader readers’
oral production of the present tense =S in sentence repetition and their
aural comprehension of this form, and where their mean SC score for the
present tense =S was significantly Higher than their mean SR score.

A partial explanation for the significant difference between first
graders' OR and RC performance lies in the fact that subjects$ at this level,
‘had more difficulty decoding the present tense marker and also tended to
select the present tense Rigture after producing the uninflected form ofthe’
verb, e.g., "pick_" for "picks." Either of two factors may ‘be operating

*1in the first graders' behavior: 1) the graphic form of the present tense
marker may have been adequate to signal meaning eveh if the marker was

not read orally or, more likely, 2) the uninflected verb produced orally

has a present tense meaning for the child, who then selects the g)icture
with the more salient action. The fact that first graders tended to select
the present tense picture whéther or not they produced the -s marker helps
to explain the lack of a significant correlation between their OR and RC -
performance for this SE verb structire. It also suggests’ that the first grade -
readers' relatively high present tense -s scoresonthe RC task may be in-
flated and may not truly represent comprehension of the SE present tense
marker as such,butreflect a picture selection pattern influanced, by cther
factors, including the subjects’ understanding of tense concepts generally
and interference from native dialect.

The data 'in Table 36 for the past tense —ed show a.diffetent relation
between OR and RC from that for the present tense -S. Among first graders
there-is a highly significant correlation between oral reading and reading
comprehension for ~ed. Thé correlation for the second graders almost ‘
reached significance at the .05 level (p = .054). This indicates that sub-
jects, especially first graders, who tended to produce —ed when reading
orally were also those who tended to comprehend the past tense.

Although there is a weak but systematic relation between oralread-
ing in SE and comprehension of the past tense, the first graders' mean
CSE percentage scores of only 36.82 for OR and 36.82 for RC show that
they generally did not produce the -ed marker in oral reading and also had
difficulty comprehending the form. When second grade subjects read past
tense sentences, they produced-the —ed marker significantly more often

~
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(55.75 for OR) than first graders but they, too, had difficulty comprehend-
ing the form (46.62 for RC). In general, when subjects produced the un-
inflected form of the verb {(e.g., jump_) they tended to select the present

tense pic'tt,\re, indicating lack of comprehension.

when data for the two tense markers are compared, the OR means
show that subjects frequently did not produce present and past tense mark-
ers although the -s marker was present more often than the ~ed marker in
oral reading, especially among the second graders. When the uninflected
form was produced in oral reading, ‘children tended to select the present
tense p}cture for both present and past tense sentences, resulting in the
relatively higher RC mean scores for the present-tense and the lower RC
mean scores for the past tense. This is further evidence that young black
children construe the uninflected NS form of the verb to have a present
tense meaning.’ .

. B )

The data for the twé tense forms also show that although the second

graders were significantly better than firgt graders at producing the -s and

. —ed/f&ense markers in oral reading, they were not significantly better than

the

and RC performance was also found far SR and §C performance where second
graders produced significantly more SE tense markers than first graders did
but- did not have significantly higher comprehension. A

\ Although black children-may increase sign{ficantly between first
and second grade in their ability to decode and produce orally the present
and past tense markers in speaking and in reading, apparently many con-
tinue to have difficulty comprehending the tense marker} when they are
isolated from contextual redundancy,as they were in the stimulus sentences
used in this study. ’ -

st graders at comprehending the tense forms. This pattern for OR

Data for the main verb and auxiliary is in Table 36 show that the
relation between oral reading in SE and comprehension is similar for the
two verb forms. For both is forms, there are significant correlations be-
tween scores on, the two tasks for each grade and thq total group, indicat-
ing that those subjects who produced more SE forms in oral reading .are
also those who obtained higher scores on the RC task. '

As the relatively high OR means indicate, subjects in this study
had little difficulty orally reading SE forms of main verb and auxiliary is.
Neither was there a significant difference betwgen first and segongi graders'
ability to read these SE forms orally. L E: ’ ‘

\

Both first and second graders had significantly more difficulty com-

.prehending is forms than producing them. . The means indicate that many

subjects who reaqd the s‘ingular form of the verbs tended to select the plural
picture. This parallels behavior observed on the SC task where children

1v.




who heard the singular form tended to select.the plura‘l picture and suggests
that the same factors which interfere in aural comprehension also interfere
in reading comprehension of this form. Second graders, however, were
significantly better at comprehending the main verb and auxiliary is sen-
tences than first graders, demonstrating a greater awareness of the cues
to number represented by these SE verb forms.

. The grade and total group correlation coefficients for the main verb
and auxiliary are (see Table 36) show that there is also a significant re-
lation between oral reading and reading comprehension of these forms.

The one exception is the nonsignificant correlation for the second graders
“for the auxiliary are .

The data also show there is no significant difference between oral
reading and comprehension of the are’ forms for the first graders, although
there is a significant difference for the second grade'rs Second graders
oral reading scores are significantly higher than their reading comprehens1on
scores for the main verb and auxiliary are. As reported eariier, howevér,
there were no significant differences between the first and second graders’
ability to read these forms orally and to comprehend them. The first graders
do have slightly higher mean comprehension scores than the second graders;
however, these differences are not significant and could be accounted for
by ghe greater SE competence of the first grade readers when compared to
the first grade nonreaders, ' .

The pattern; then, of 'significantly better production than compre=
hension is' maintained for the are forms but only for the second graders, Al-
though the same trend is exhibited by the first graders, production of the
are forms is not significantly better than comprehension. These results

- are probably due to the nature of the différences that existed between first.

grade readers and nonreaders in comprehension of the are forms (see Table
14), .

Comparison of total group scores for is and are_ shows that readers
had less difficulty producing,but more difficulty comprehending the singu-
lar forms than the plural forms when reading. Dhough not as sharp, this
is the same pattern found in the SR and SC tasks for these SE verb forms,
which suggests that the same factors influence-both oral language andreading
performance in SE.

Grammatical contrast scores, calculated for subjects in the reading
sample, were used to compare productive and receptive control of the three
grammatical contrasts across language and reading tasks and are presented
in Table 37. ‘

N
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Table 37
-First and Second Grade Readers' Mean Grammatical
Contrast Scores on the Four Tasks .

Gramma tical Contrast Means

. ' T . ' aux. is/ C

Task -s/-ed - is/are ' aux.are
SR 64.97 75.34 - 84.64 ’
sc 58.27 61.03 65,04
OR 54.33 80.97 84,38 - ° \
) -RC . 55.00 ° 61.26 69.69

-

L'y

The data show’ that sub;ects CSE production in both SR and OR
tasks was higher than their aural comprehension (SC) and reading compre-
hension (RC) for each verb contrast with the exception of the -s and —ed
contrast on the reading tasks. Here there was little difference between
OR and RC because the OR mean was sharply reduced by first grade readers’
scores. The first graders' scores were much lower than second graders' OR
. scores, Possibly due to-a combination of'dialect interference and diffi-
culty in decoding the SE inflectional endings in the graphic forms of the )
. verbs. These data confirm results from Problems 1, 2'and 3 that the black
children in this study had more difflculty understanding the tense or
number distinction represented by SE verb forms in each contrast than they + .
did producing the SE forms.
Data in Table 37 also show that scores on all tasks are lower for
the tense markers than for the main verb is /are and scores for both of
these are lower than for the auxiliary is /are ., This confirms earlier re-
search findings which show'that dialect 1nterf’eres more In production and
comprehension of SE tense features than it does in production and compre-*
hension of SE main verb and auxiliary is_ and are, -

[N ‘,:'

Summary Co .

. The findings for total task performance show that there is a low but
significant relation between black children's abﬂity to read SE verb forms
,orally and their ability to comprehend them. The data for the total tasks

- also show that production of CSE forms in oral reading is higher tna:" com-

» prehension of the forms. ’ ‘.
o . o
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p Comparison of subjects' oral reading and reading comprehension
< of the specific SE verb forms shows that there is a systematic relation-
between production and comprehension of the forhs. In addition, there
“{s evidence that plack children's oral reading responses for specificverb
structures are related to comprehension of the written SE verb forms, Also,
the findings show that dialect interferes differentlw for specific SE verb
forms: in oral .reading and reading comprehension, ' as it does in sentence

repet1tion and sentenc% comprehension. ,k -t

-~

In general first and second grade subjects had higher CSE oral
reading scores than reading comprehension scores for all verb structures, .
except for the tense markers at the first grade level, First graders' per-
formance on tHe tense markers geflected their greater difficulty.inreading
aloud SE verb forms involving infle¢tional endings.

. .
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Problef 5

Relation Betwgen Reading Comprehension and
Receptive and Productive Control of SE

The questions for, Problem 5 were: What are the intecrelations
among aural comprehension, oral production, oral reading and reading
comprehension of SE for first and ‘'second grade black children? To what
extent is reading comprehension a function of réceptive control of SE,
productive, control of SE, or'receptive and productive ‘control taken to-

~gether? Correlations and regression techniques were used to answer

these questions. '
-y
To determine the relations among the SE'language (SR and SC)and
reading measures (OR and RC) arid grade, a correlation matrix for the com~
bined group of first and second grade readers was computed and tests of
significance applied. Results are presented in Table 38.

Table 38
Intercorrelations Between SE Language and Reading Measures -

and Grade for First and Secéhd Gradg Readers (N=113)

\

» - ~

. Variable SR SC OR RC

Grade .18 7 ..09 .34%* L, 40**
SR . .32** .30** ‘44**;
SC . .20* ' .42\**
OR ' L 45%*

**p.001. )
*pd .05,

The data show there is po significant correlation between graae

_and either of the SE language measures (SR,SC). As reported earlier,

there were,no significant differences between first and second grade
readers' performance on the total SR and SC tasks. Grade, however, is
significantly correlated with the two‘reading tasks; second graders per-,
formed significantly better than the first graders in both.oral reading and
comprehension of written SE verb forms. '

The low, but significant, correlation between the two language
measures (SR,and SC), discussed extensively under Problem 3, shows
that there is a relation between aural comprehepsion and oral produc~

" tion of SE, based on total task performance. Further, the significant '

I3
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correlations between the two SE language measures «ana oral reading
performance show there’is a systematic relation between oral reading
in SE and both comprehension and oral production of SE, with a slightly
stronger relation between oral reading and oral production. The low

- correlations however,; suggest that the OR, SR and SC tasks al$o were
. measuring different skills. ’
< - , : The highest correiations are fount between the RC task and each .

of the other three tasks (SR SC, OR). The three correlations of .44,
.42, and .45 were significant'and indicate'a substantial relation between .
cpmp_re_h . “written SE and oral reading, oral production and aural  ~ o

" ‘The specific relation between reading comprehension and recep=.
tive and productive competence ih SE was explored further through re-
-gression andlysis. . The-purpose was to measure the relative contributions
of SR and,SC to RC,and to determine which SE language task contributes
most to the prediction of children's performance on the RC task.

Since grade was significantly related to reading performance it v
was ‘entered into the regression equation first in order to partial out and
control the effects of this variable on the results, Oral reading was
entered into the regression equation next since perfgn'c'fe on the twd
reading tasks-were interdependent and, as the findings reported earlier
show, children's responses on the reading comprehension taék were re-

. lated to their oral reading respon,ie's. Then, using a stepwise regression

. procedure, the two predictor variables, SR and SC, were entered into the
equation in the order of their greatest contribution to the increase in R2.
Each predictor variable was tested to see if it contributed significantly

w
:%

to the variance of yeadihg comprehension. The results of this regression o5
“analysis are presented|in Table 39. . - ’

Table 39

. Regression Analysis for SR and SC as Predictors of RC

5

K
-

. Step Variable * - RZ F o Increment  p
1 Grade | 16.13, 21.35 ° .0001 1'6.1‘3 .0001
2 ."0OR ~ 27.45, 20.81° .00017 11.32 .0001
3 sC - 38.49 WP22.74 .0001 11,04 .0001 ’
4 SR - - 43.13 20.48 ° ,0001 - 4,64 .005 '

s

Note. OR= Oral Reading; SC=Sentence Comprehension; SR—Sentence
Repetition RC—Reading Comprehension.
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The results show that all of the independent variables. contributed
significantly to the prediction of reading comprehension. The R2 indicates
that 43% of the variance of reading comprehension can be accounted for by
the independent variables. Together, grade and oral reading in SE accounted
“for 27.45% of the variance of reading comprehension. The results also
show that the twosoral language measures (SC and SR) in cor'}lbination con-
~ tributed significantly to the R2, accounting for about 16% of the variance
of RC ovier and above the proportion of variance accounted for by grade
and OR. 1 ’ : ’ g .

-

’ An,gxamination of the relative contributions of SR and SC to pre-
diction of reading comprehension shows that. SC (11.04%) accounts for
nearly three times as much of the RC variance as SR (4.64%). This indi-
cates that black children's performance on the sentence comprehension
task is a better predictor of their performance on the reading comprehension
task t/han is their performance on the sentence repetition task.

The relatively greater importance of SC over SR for the prediction
of RC was further substantiated by the results of a subséquent regression
_an;lysis which treated all three tasks--SR, SC, and OR--as predictor
variables which were entered into the equation in 8 stepwise fashion after
grade effects were partialled out. The results again showed that SC,
accounting for 15% of variance in R2, contributed most to the prediction
of reading corhprehension, followed by OR (7.36%) and SR (4.64%).

- The results of the two regression analyses, then, show that both
SR and SC contribute significantly to the prediction of performance on the
RC task, indicating that both receptive and productive control of SE are
significantly related to black children's comprehension of written SE.
However, the results also show that performance on the SC task con-
tributes substantially more to the pre iction’ of reading comprehension than
'does performance on the SR task, which in turn suggests that reading com-
prehension is more a function of the child's receptive control of SE than

it is a function of his productive control.

P 7 g . .
’ lln order to determine whether interactipns between grade and the
independent variables (SR, SC, and OR), influgnced performance on the
RC task, the increments in the proportion of vdriance of RC accounted for
. by the interactions was tested. The proportion of variance (leds than 1%)
- \{ accounted for by the interactions was not sighificant, indicating that the
regression of RC on SR, SC and OR was the same for the two grades. That
is, the relation between reading comprehension and oral reading, oral pro-
duction and aural comprehensfon of SE was the same. for first and second

~ grade readers. ‘ ‘

»
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The findings from the regression analyses are not surprising in
light of findings reported for preceding problems. Comparison of sub-
jects' performance on the four tasks showed that the pattern of control
for the 'SE verb forms in reading comprehension was-more similar to the
one found for the senterice comprehension task than to either pattern
found for the productive tasks, SR or OR. In addition, comparisons of
children's patterns of receptive and productive.control of specific SE
forms on the language and reading tasks. indicated that the same factors
appeared to be operating to influence aural compreﬁensfon and reading
comprehension of SE forms, while a semewhat different set of factors
operated to influence oral production and oral reading.

3
’

Summary

In summary, the correlational analysis showed that all the SE
tasks in this study were significantly related, indicating that the tasks
were measuring an underlying skill in SE. Although performance on the
four tasks was significantly related, the low correlations indicate that .
different skills also were being measurel by each task. . .

Further, the correlations between the'SE(language tasks and the

' SE reading tasks show that the relations between RC and the language
tasks are stronger than the relations between OR and the language tasks.
In fact, correlations between RC and each of the other tasks were nearly
equal, indicating that comprehension of written SE is related to both pro-
ductive and receptive control of SE, as well as to the abillity to read SE

orally. ,g

The results of the regression analyses showed that while perfor—
mance on the SR and SC tasks both ctontributed to the prediction of per- ,
formance-on the RC task, performance on the SC task was the better
predictor of reading comprehension. These findings suggest that black
children's comprehension.of written SE forms is more a function of their
receptive control of the SE forms ‘than it is a function of their productive
control ofsthe forms.

s
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SUMMARY AND DISCUSSION

\

This stud{ focused on young, black children's receptive and:pro-
ductive language arnd regding competence in specific SE grammatical
forms. Six verb forms were selected for|study-on the basis of previous
research showing that th{a language of low socioeconomic status black

. childreh differs from SE in the use of verbs, primarily in the verb tense

system and in the use of the copula and auxiliary forms of the verb be.
The relation between receptive and productive control of the six SE \{erb

 forms was studied by e)éa'm{.ning children's performance on two oral language

tasks and two rgading tasks. A major objective was to determine if read-,
ing in SE, particularly reading comprehension of SE verb forms . is a func-"’
_tion of receptive control of SE, productive control of SE, or receptive and
productive control taken:together. \

-
-

The major findings, ?etailed-in the preceding ®hapter, are summarized
and discussed below with their implications. .

&

Order of Acquisition of Receptive .
and Productive Control of SE
Verb Forms ? N

The findings from this study show that black children in the early
school grades have considerable knowledge of the six SE verb forms ' L
selected for study. In a regular school stiuvatton, they demonstrated the
ability both to produce and to comprehend grammatical features that mark
differences between BE and SE. ’

2

Control of SE is grade-related; black children increase their con- :)
trol of SE verb forms during the early school years. Second graders demon-
strated significantly greater productive and receptive control of the specific
SE verb forms tAQn did the kindergarteners. These results confirm earlier
research findings ich show that black children increased their knowledge
of SE as they progressed through the grades.

More germane to understanding acquisition of SE is the fact that
performance in SE is a function of the particular grammatical structures
children are asked to produce or comprehend; children had more difficulty
producing and/or comprehending certain SE features than other features.
In the present study, they demonstrated greatest proficiency in production
of SE forms of the main verb and auxiliary verb is and least productive

»
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control of the third person singular present tense s and past tense -ed.
These findings corroborate earlier research which shows that black child-
ren have greater difficulty producing SE features involving inflectional
endings, e.g.,tense markers, and less difficulty producing SE features
which occur frequently in BE, e.g., forms of is .

The order of receptive control of the SE verb forms differed from
the order of productive control; children demonstrated greatest comprehen-
sion of main verb are and the third person singular pr¢sent tense -s, and
least comprehension of main verb is and the past te e —ed. Apart from
the fact that both production and comprehension of the past tense - -ed was
low, the findings indicate that the order of acqui&;yion of receptive control
of'the SE forms is not the same as the. order of acquisition of productive
control, /

The findings also show that most black ,éhildren in the first and .
second grades could read aloud and comprehend written forms of the specific
SE verb structures. Moreover, performance id reading SE also is grade
related; second graders produced significant y more SE forms in oral reading
than the first graders and they comprehended the forms better.

Differences in the order of receptive and productive control of
specific SE verb forms were observed once again in the reading tasks.
Children demonstrated greatest proficiency in orally reading SE forms of
the main verb and auxiliary is and least proficiency in orally reading the '
past tense -ed and the third person singular present tense -s. Conversely,
children had least diffiqulty comprehending written forms of main verb and
auxiliary are and the present tense -s ?nd most difficulty domprehending
written forms of the past tense —ed and main verb and auxiliary %s

Thus, the patte;rn of control of the SE verb forms observed in oral
reading was identical tp the pattern of control observed in sentence repe-
tition, proceeding from ggoss distinctions to finer distinctions between
BE and SE, corroboratinq earlier research that has shown that SE features
which differ markedly from BE are more likely to be read orally in SE than
fedtures which differ'(minimally In both sentence repetition and oral
reading, however, there was considerable variability in productive control
of SE. For all verb forms,there were some children who consistently pro-
‘duced SE, others who sometimes produced it, and others who never pro-
duced it, But variability, too, is a function of grade and the particular
verb forms. There was more variability in the use of tense markers than
.in the use of other SE forms, and there was considerably less variability
in productive control of SE among second graders than among younger
children in the study.

110 '
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* Althou'gh wverb structure gccounted for less Jariation in reading
comprehensién than ‘it did in comprehension of oral SE, the pattern of
control in the two receptive tasks was similar. Thus, the order in which
black children %¢quire productive control of specific SE verb forms is
demonstrated in both speéking and oral reading of SE. Further, the order
in which tﬂéy acquire receptiye control of specific SE verb forms is
.demo strated in comprehensign of both oral and written SE. The order of
acquisition of receptive cohtfol, however, differs from the order of ac-
quisition of productive contrpl , ‘and this is demonstrated in both language
and reading, behavior. P g

; . :
1 )

Relation Between Oral Prodsl:ctjon
and Comprehension of SH

Major issues‘in the study of black children's competence in SE
have centered on the extent and nature of the relation between the ability
to orally produce and to comprehend SE. One issue is whether receptive
control of SE precedes productive control and whether this sequence
‘applies to control of specific SE grammatical features. Another issue is-
Wfie‘lther comprehension of SE can be inferred from children's productive
perfgsmance. in SE. . ‘ =

’ The findings from this study indicate that performance on a pro-
ductive task is not an adequate indicator of black children's comprehension
of/SE. This is supported by the fact that ‘children's performance on the °
sentence repetition task did not correlate highly with their performance
on the sentence comprehension task, however, the correlation was grade
related. Therefore, the relation between production and comprehension
)f spoken SE ‘appears to become more systematic as competence in SE

fn;:reases, supporting the implication that as children's knowledge of
SE increases, they develop greater consistency in their ability to apply
that knowledge in both comprehension and oral ptoduction.

It is possible that the felation between comprehension and produc-
tion of SE might have been different if the sentence repetition and the
sentence compreéhension tasks had been administered;,gimultaneousIy. In
this study the two tasks were administered in different testing sessions
and produced little eyidence that young, school-age, black children who
are able to produce SE structures also are those who comprehend the
structures, although there was some evidence in favor of this among the .
oldest children in the study, viz., the second graders.,

Further, total task performance provides only a rough measure of
children's ability to comprehend and orally produce SE for it does not in- |
dicate children's control of specific SE structures. For example, while
total task performance indicated that productive control was hignhet than

Lid
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receptive control of SE, this pattern did not hold for all verb structures:
Comprehension of the SE third person singular present tense -s_and the
main verb are was higher than oral production of these forms.

Actually, dialect seems to interfere differently in oral productiofl

‘and in comprehension of various SE verb structures. For example, while

children had relatively little difficulty producing SE features of is , a

_ verb form used frequently in BE, they had considerably more difficulty'

comprehending is . The similarity in sound between the SE singular form,
e.g., "house is very" and the BE plural form, e.g.,"houses.very", combined
with the fact that is often functions as both a singular and plural verb
form in BE seem to contribute to the greater difficulty in comprehending
than in producing SE features of is . On the other hand, children exhibited
more difficulty producing SE features of are , a form used less frequently
in BE, than they did in comprehending 1t, perhaps because are is more
distinctively a feature of SE and because SE provides additional cues to
number when are {s used with regular nouns. As Stewart (1969) points
out, misinterpretations are quite possible when an SE construction re-
sembles in form a BE construction other than the one to which it is func-
tionally equivalent. This would explain why children had more diffi-
culty comprehending the is forms than-the are forms.

Examination of responses to the tense forms indicated that, in
addition to dialect interference, children's developmental level of under-
standing tense concepts affected sentence comprehension responses.
Whether or not tense markers were produced, children tenged to jnterpret
both present and past tense sentences as having an active, presenf\tense
meaning. Any attempt to study black children's receptive and productive
control of SE tense forms must take this developmental factor into account.
As Hall, Turner and Russell (1973) point out, BE-speaking children may
not be at any greater disadvantage in understanding -ed than are their
SE-speaking counterpgarts, who also have difficulty comprehending this
form. This means, then, that the relatively high comprehension scores
obtained for the third person singular present tense may merely reflect the
children's tendency to select the more salient action of the present tense .
stimulus pictures and may not actually reflect a truly higher level of com-
prehension of the -s as an SE tense marker.

Sets of pictures representing contrasts in tense or number were
used to obtain data about children's comprehension of the SE structures
involved in each set of grammatical contrasts. Thus, unlike the measures
of children's productive control, the measures of their receptive control
of the features in each contrast were not independent; therefore, perfor-
mance on both structures in the contrast should be examined together in
order to obtain a better understanding of children's competenc¢e in each
structure. When this was done in the present study, the findings indicated
that: 1) comprehension of the grammatical (tense or number) contrast’

115
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represented by SE verb forms that are isolated from contextual redundancy
is generally more difficult than production of those forms, and 2) inter=
ference from dialect operates differently in oral production and comprehen-
sion of specific SE grammatical forms.

The findings in this study highlight the"importance of examining
both receptive and productive dimensions of linguistiC control when black
children's,competence in specific SE forms is assessed. As Ervin-Tripp
(1972) points out, -different SE structures have different probabilities of
being understood or produced, therefore, one cannot assume that&é;gce
SE features occur freely in black children's speech ,all chi@dr'e‘r; under-
stand all featurds of SE. ’ ‘

Relation Between Oral Reading in SE
and Reading Comprehension

Dialect-based miscues in oral reading of SE have n used to
i#er lack of comprehension of written SE, but little empirical evidence -
has been marshalled to support such inferences, especially for specific
SE structures. In fact, some researchers have shown that dialect render=

ings of SE texts do not necessarily interfere with comprehension.

*The findings from this study show that,as in the language tasks,
total task scores indicated that children's ability to produce SE forms
when reading aloud was generally better than their ability to comprehend
the forms. Unlike the findings for the language tasks, however, there
was a systematic relation between SE production in oral reading and read-

. ing comprehension,not only for the total task but for the specific verb

forms as well. Although the correlations were not high, they were signi-
ficant, and indicate that among first and second graders there was a
tendency for children who comprehended the forms to be the ones whc
also read thé forms orally in SE. Bhere was some evidence, then, that
oral reading in SE is related to comprehens’ion of written SE features.

while such a finding can be interpreted to mean that oral reading
in SE influences comprehension of written SE, Goodman (1973) offers
another interpretation. He sugg&ts that accuracy may be the result of
being a proficient reader and not that greater accuracCy in reading SE
orally leads to greater proficiency. .

~ There were many children who read a particular verb form in SE

but did not select the correct picture and, conversely, there were some
children who did not read a particular form in SE but did select the ccorrect :
picture. Cbviously, it cannot be concluded that comprehension of
written SE features is dependent upon reading the features aloud in SE,
nor does it follow that a child who produces SE features in oral reading
comprehends the features.

l:0
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Findings for the reading tasks pY¥int to the inadequacy of oral
reading performance as an indicator of black childrenfs comprehension of
written SE.. JThe results suggest that te: chers need not stress exact
rendermgs of specific SE features in oral reading, *but should be more
concerned with children's comprehension of the forms, espécially where
they are.isolated from contextual redundancy. A child's rendering of a
BE equivalent’of an SE form may be a better indicator of comprehension

~than letter-by-letter oral decoding. This requires that the teacher be

sufficiently conversant with the child's dialect and the systematic differ-
encesﬁb\%ween. BE and SE to be able to judge equivalence.

Comparisons of oral reading and reading comprehension for the
SE verb forms in each grammatical contrast showed some of the same be-
haviors evident in the two language tasks, indicating that native dialect
operates differentially in receptive and productive reading performance,
as it does in receptive and productive oral language performance. Findings
for the reading tasks further support the conclusion that productive per-
formance in SE does not provide an adequate measure of black children's
comprehension of specific SE structures.

.

Interference in Productive Control

of SE
Although the findings in this study suggest that native dialect

interferes differently in comprehension and oral production of some SE
features, it was not possible to study interference in comprehension
directly. Inferences have been made, howev&r, about differences in
dialect interference in comprehension and production of each verb form,
and in comprehension across all the verb forms. Further research is
needed on ways jn which dialect interferes specifically in comprehension
of SE grammatical structures and the conditions under which interference
occurs .

In this study.it was possible to study interference in oral produc-

_ tion of SE by examining NS responses in-sentence repetition and in oral

reading. Although most responses in sentence repetition and oral reading
were in SE, 19% of the responses on both tasks were nonstandard, indi-
cating that native dialect does interfere in black children's oral reproduc-
tions of.spoken and written SE forms. In both sentence repetition and
oral reading tasks, children recoded SE structures into predictable BE
equivalents identified in studies -of features which differentiate BE and
SE. Such recoding indicates that dialect interference in production of SE
is systematic rather than random, although a few NS responses obviously
were idiosyncratic.
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Children do not produce critical SE structures and nonstandard
structures exclusively, although this impression is given by some previous
research in which responses other than these two types were disregarded.
In both sentence repetition and in oral reading, children in this study
changed some of the critical structures to other SE forms. While these
responses might indicate the child's awareness that SE is appropriate,
'they also indicate that linguistic control of specific SE structures is not
complete. Further research is needed on the role of such responses in
the BE-speaker's acquisition of productive control of SE.

The pattern of,NS responses--most for the tense markers, less
for main verb and auxiliary are and least for main verb and auxiliary is--
was the same on the two productive tasks. These results suggested initially
that there was a dire lation between NS production in oral language
and reading orally in%;\but when first and second graders' scores on
the two tasks were correlated, it was found that the relatién between NS
responses in sentence repetition and oral readinQ‘wés clearly grade related.
While there was no significant correlation for the second graders, there
was a substantial and significant correlation for the first graders, indi-
cating that first grade subjects who tended to give NS responses in sen-
tence repetition also tended to produce NS-responses in oral reading.
Further, when NS scores on the two productive tasks were examined for
each verb structure, there were significant correlations for only three of
the six structures, indicating that the relation between NS responses in
" oral production ar'ld‘oral_reading is not the fsan1¥e for all SE verb structures.
These findings indicate that perforinance patterns on the two tasks were
not the same for all children or for all verb structures. Therefore, accurate
predictions about performance on one productive task cannot be made on
the basis of performance on the other productive task. One cannot assume
that if a child produces NS responses for SE structures in spoken language,
he will do the same in oral reading. . . .

There was evidence that native dialect interferes differently in
oral production and oral reading of specific verb forms. One interesting
finding was that nonagreement accounted for nearly all the NS responses
produced in oral reading for main verb and auxiliary is and ane, but both
nonagreement and absence of the verb accournted for the NS responses
giveri for these forms in sentence repetition. On the other hand, the same
type of response——abse.nce of the marker--accounted for nearly all the NS
responses for tense forms in both sentence repetition and oral reading.
This further confirms the statement that performance on specific ver
structures in one productive task cannot/neces sarily, be used to predicC
specific types of structural interference ;”tbat might oecur in other produc-:
tive tas‘cs. The types of NS responses, however, that occur in each task
are systematic and identifiable, highlighting again the need for teachers
to be knowledgeable about the child's dialect and ways in which it might
interfere in speaking and reading SE. ' )
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The data show that second graders gave fewer NS responses than
first graders, suggesting that as children develop more control of SE®nd
greater facility in decoding and perceiving finer distinctions in graphic
forms, native dialect interference in oral reading decreases. ,This does
not mean, however, that there necessarily is a linear relation between
skill in decoding apd orally reading in SE. It is possible that at certain
stages of greater proficiency in reading, the amount of oral reading of S€
texts in BE will ‘again increase, signifying less dependence on sound- ~symbol
relations for decoding and more reliance on underlying languade structure
to decode and comprehend written language.

. Longitudinal and cross-sectional studies are necessary to deter-
mine the relation between NS oral language and oral reading in NS among
individuals at various stages of reading proficiency. Shuy (1969) presents
a scheme of children's dependence on some characteristics of the reading
process--visual discrimination, sound-symbol relations and underlying
language structure--at different stages in reading which could be used to
guide such research.

Relation Between Language Competence
and Reading .

The major issue in the controversy about the causes of black
children's difficulty in learning to read is whether structural differences
between oral and written patterns of language interfere in reading compre-
hension.

Studies have shown that reading comprehension is higher for
material written in language pltterns similar to the child's oral language
patterns than for material wri?en in less frequently used oral patterns
(Ruddell, 1965; Tatham, 1970). On the basis of such empirical data,
many have contended that linguistic competence, specifically productive
control of the grammatical features, in the language used in written
material is basic to success in learning to read. The claims often are
based on correlational data which do not support or support tenuously
the inferences made.

One purpose of the study reported here was to determine if black
children's reading comprehension is related to the ability to control
specific SE verb forms in aural comprehension, oral production and oral
reading of SE. The correlational findings for performance on the four
tasks showed that there is a systematic, but not a strong, relation‘be~-
tween comprehension of written SE and the ability to control specific SE
verb forms in aural comprehension, oral production and oral reading. The
correlations suggest that black children's underlying knowledge of specific
SE verb structures affects their performance in all language and reading
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"tasks involving the use of those structures, but since the correlations

are low, they suggest that different skills also are being measured by
each task. -

The correlational data from this study, therefore, could be used

‘ to support inferences about the relation between reading and competence

in SE similar to those made by previous researchers. Since the inappro-
priateness of using correlational data to make such fnferences has been
noted, however, regression analysis was used to study further the re-
lation between reading comprehension and receptive and productive control
of SE in order to identify which component of linguistic competefice serves
as the best predictor of reading comprehension. Examination of the relative
contributions of children's performance on the two SE language tasks to
prediction of their performance on the reading comprehension task showed
that the ability to comprehend oral SE is a much better predictor of com-
prehension of written SE than is the ability to produce SE orally.

»

The usefulness of oral reading in SE as a predictor of reading’

. comprehension was assessed through a second regression analysis

in which comprehension of oral SE, oral production of SE and oral reading

in SE were each used as predictor variables. It was found that, while

all three tasks added significantly to the prediction of reading con}prehehsion,
aural comprehension of SE'accounted for more of the variance of reading
comprehension than oral reading in SE, but oral reading in SE accounted

for more of the variance than qid oral production of SE.

Therefo;e, while it must be concluded that oral reading and oral
production in SE are related to reading comprehension of SE, it can be
inferred that reading comprehension of specific SE verb forms is more de-
pendent upon the ability to comprehend those forms in oral language than
on the ability to read them orally or to produce them orally.

The implications of these findings are that: 1) receptive control
of specific SE grammatical structures is more important for comprehestsion
of written SE than is productive control of these structures; and 2) if the
primary concern in reading instruction is comprehension, then greater ' '
emphasis should be placed on increasing children’s comprehension 9f SE
forms than on teaching them to prqoduce those forms in speaking. Further,

.attempts to improve BE-speakers' comprehension of written SE should focus

i

directdy on the skills needed to process and obtain meaning from written
language and should not place unnecessary emphasis on reading orally in*
SE. The black child@ who orally reads an SE text rather fluently in BE
probdbly has better comprehension than the child who reads accurately
but methodically in SE.

Since there was evidence, however, that one cannot infer compre-
hension of a spetific verb form from an oral reading of that form, it-would

~

lov




' - 111 -

still be important to determine whether a child does understand the struc- -
tures he re,nders in BE or SE. This is especially important if a cRild is
reading a text which contains liftle contextual redundancy or a text which
contains numerous grammatical stru¢tures which differ in BEvand SE.

Id

’

Some Further Comments

few general comments are needed about the possible limitations
of th1s study. One has te do with the amount of dialect speech exhibited*
by ch' dren irrthis sample. Of all responses on the SR and OR tasks,
. 19% Were nonstandard; however, the pergentages of NS qesponses foreach
verb structure ranged from 5% to 43%. Although the percentages of non-
standard responses for the specific structures as well as the total tasks
fall within ranges reported previously, several researchers have found g
more*nonstandard speech among low socioeconomic black children than
was found in this study. At least three factors .probably contributed to
- these Jesults ) . °

F‘irst, the school setting, the race of the examiners and the
'school-like tasks were intended to create a social context which would
maximize the child's use of SE. Under these circumstances, one would .
expect to find fewer nonstandard responses than might be found in studies
of less structured language performance. Secondly, all SE form changes
were retained in the analysis of types of responses produced. Had only,
CSE and NS responses been calculated, as done in some studies, then : !
the reported percentages of NS responses would have been higher, but
the data would not have provided as complete a tcture qf children's
linguistic control of SE features in sentence repetition and oral reading.
Thirdly, four of the six structures studied”were forms of the verb be,
while only two of the structures, the tense forms, invelved inflectional L.
endings. These two gtructures elicited large percentages of NS responses.
Had more structures involving fine distinctions between BE and SE (such
as inflectional endings) been selected for study, the number of NS re- ,
sponses in sentence repetition and in oral reading would have’ been sub-
stantially greater. As the findings in this study show, 'BE (or, NS) oral
producton is a function of the particular grammatical features children
are asked to produce.

Although precise data on indﬂriduals' socioeconomic status was
not obtainable, the 198 children in this study were selected from Title I
schools-in predominantly black communities. This, coupled with the fact
that most of the thildren in the study were specifically identified as free
lunch students or as members of the Title I target population, indicates
that the subjects were representative of the populations about whom the
controversy on dialect and reading has centered. Given these consider-
ations, and the fact-that there was considerable variability in chiidren's
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productive control of SE, there is little reason to believe tha t the relations
' among receptive and productive control of oral and written forms of SE
would have differed if the subjects had exhibited more extensive use of
BE. 4
Further consideration should be given to the problem’ of nonreaders
which was faced in this study and which has gonfronted other researchers
who have tried to examine'black children's reading performance. Attempts
‘to avoid this probiem were incorporated into the procedures for this study-
by limiting the vocabulary used in the stimulus sentences to words on
/ beginning reading lists, by restricting the length of the sentences, and:
by allowing examiners to cue.on any word not containing the critical
features. .Regardless of these procedures, the problem remained. First
graders who could not read well enough to complete the reading tasks had :
to be #liminated from this aspect.of the study.

Comparison of readers' and nonreaders' performance on the language,
tasks showed that the 'first graders who were able to read generally had_ *y
better receptive and productive control of SE verb forms, with the difference
greater for oral productiqn than for comprehensmn of SE. One cannot con-
clude, however, that children who could not read in the first grade were
unable to do so because theéy were less competent in SE than the readers.

The most relevant factor in this study was children's patterns of

. receptive and productive control of oral SE, and in this regard, the
readers' patterns were identical to those of the total group. Equally im-
portant is the fact that among the readers there was a range of receptive
and productive control of SE, so that it was still possible to examine the
relationg between ability to control SE and ability toread SE. .

t

The results obtained, then, do provide insidht into the relations
among aural comprehension, oral production, oral reading and reading
comprehension of SE among children who have developed reading proficiency
adequate for the tasks used in this study.

The findings in this study showed that productive control generally
exceeded receptive control in both larguage and reading tasks. These
findings conflict with results obtained by previous researchers and bear
some discussion. Undoubtedly, the highly structured nature of the.tasks,
the particular features selected for study, and the tength of the stimulus
sentences contributed to these results. Many children had relatively
little difficulty producing the SE features in the grammatical contrasts

. studied, but the fact that the critical SE feafures were isolated from con-
textual redundancy made them more difficultfto comprehend.
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In order to assess children's knowledge of a specific linguistic

it was necessary to Wolate the feature from contextual re=

Mere riatural SE. sentences usually contain redundance and

"More natural SEientences *
d have °

.clouded the primary issue--children's linguistic control of specific SE - .

features. The results,

therefore, cannot be genetalized to spontaneous

speech or to comprehension of more ngural oral or written discourse )
which contains redundance. It is probable that comprehension of SE

- would be higher than production if the stimulus materials had required
production and comprehension of more naturalﬁ language.

Finally, some of the larger concerns of this study must be con-
sidered. A basic pun'nose was to test the application of méthods of
studying native language learnirg to the study of acquisition of‘a second

‘dialect, specifically the acquisition of grammatical structures in a second
*, dialect. To thit end, the results show that methods used in the study of

native language acquisition are applicable to second dialect acquisition.

, g Further, the extensive unidimensional research on black children's

' expressive language has been inadequate to assess the comprehensive‘ .
nature op learning a second dialect. Competence in a second dialect

R involves not only the productive compdnent but the receptive component
as well. Consequently, .in the present study multiple measures of specific
feature knowledge were obtained, as recommended by Chomsky (1964},

sser, et. al. (1968) and Ervin-Tripp (1972). Questions about the relation

between competence in SE and reading performance provided the impetus
for this study. In order to obtain an adequate evaluation of this relation..
for specific SE grammatical features, a carefully selected sampling of
behavior was obtained by using the same features in two oral language .
tasks and in two reading tasks,

-

’

Continued research needs to be done with multiple language
measures to expand the present state of knowledge about the complex
process of learning a language, learning a second dialect of’a language,
and the relation between language competence and competence in reading.

9
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Appendix A

' Stimulus- Sentences

¢

_Practice Sentences

1. The little girl pulls the wagon,
2. The happy dog is in the box.
3. The milk spilled on the QOor.

Third Person Singular
Present Tense =-s

The boy_ jumps over the big
puddle.

The little girl_ picks five big
apples. :

. The silly monkey_ climbs up
the ladder.

The dog_ pulls my wadon up
the hill.

The mother_ washes out the
dirty clothes.

. The gir]l_ _ pushes rocks down

the hill,

Main Verb is
The big brick house__ is very
old.
. The hungry little fish_is
very sad.
The little duck_ is near the
water,

The sheep_ is down by the 4,

fence.

- The car_ is between the big 5.

trucks.

tree.

6.

Past Tense —-ed

The boy jumped over the big
puddle.,

The little girl picked five big
apples.

‘The silly monkey climbed up

the ladder,

. The dog pulled my wagon up

the hill.
The boy planted all the flowers.

. The teacher handed me a big box.

Main Verb are

. The big brick houses are very

old.
The hungry little fish are very
sad.

. The little ducks are near the

water.

The sheep are down by the
fence.

The cars are between the big
trucks.

The wild deer are behind the
tree.

(Continued on next page)

»
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_ Auxiliary is . Auxiliary are

1. The house_ is burning to the 1. The houses are burning to the,
ground. ground.

2. The fish_is diving to the 2. The fish are diving to the
bottom. bottom.~ .

3. The book_ is lying on the 3. The books are lying on the
table. table.

4, The sheep__ ic running to the _ 4. The sheep are running to the
barn. barn.

5. The dog_ is barking at the 5. The dogs are barking at the
cat. cat.

6. The deer_ is drinking all the 6. The deer are drinking all the
water. water.

Note. Underlined features indicate the critical structures for each

. verb form. . ‘

« Note. Scoring Criteria:

1. Contracted form of main verb and auxiliary is and
are is accepted as a critical SE response.

2. Plural form of an ISP noun + are (e.g. fishes are)
is accepted as a critical SE response.

3. TFor the third person singular present tense and the
main verb and auxiliary is and are,responses must
include agreement of noun and verb to be con-
sidered critical SE responses. '

« | 13
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The fish is diving to the bottom.
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Appendix C,
Analysis of Variance for Effects of Random Sentence Order (RO)
and Task Order (TO) on the Four Tasks

.Source df

Sentence Repetition Task (N=198)

RO 1/194  877.072
TO 1/194 42.895
RO X TO 1/194 - 228,132

Sentence Comprehension Task (N=198)
‘RO 1/194 31.857

TO . 1/194 83.241
RO X TO 1/194 33.977

Oral Reading Task (N=113)
RO 1/109 248,143
TO 1/109 44,427
RO X TO 1/109 138.263
Reéding Comprehension Task (N=113)
RO -1/109 7.174 .0842

TO 1/109° 275.329 3.2296
RO X TO ‘ 1/109 40.543 .4756

» *All F-ratios are not significant
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Appendix D

Effects of Reading Sentence Orders (RSO}
on the Two Reading Tasks

Task RSO1 RSO2 D t-ratio*

i (N=60) (N=53)
Oral X 25.85 25.94 .
.09 -0.09
Reading SD 6.17 - 4,81
Reading X 21.36 22.12
.76 -1.20
Comprehension SD 3.45 3.18 ‘

*t-ratios not significa’nt at .05.

Note. Additional t-tests indicated that there were no significant

differences between RSOI and RSO2 on any of the six verb
structures within each of the two reading tasks.
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Appendix E

. Comparison of Boys' and Girls' Performance on

Language Tasks

Language and Reading Tasks

Boys Girls D t-ratio*
(N=102) (N=96)

X 24,94 24,80 .14 7 .15

Sentence
Repetition SD 6.54 6.62

Sentence ‘ X 21.16 20.56 .60 1.29
Comprehension’ SD 3.34 3.13

Reading Tasks \

Oral X 25.95  25.83 .12 .11
Reading SD 5.16 6.01

Reading X 21.58 21.85 -.27 . 42
Comprehernsion 3.48 3.19

0

*None of tﬁe t-ratios significant at .05.

Note,

Analyses were computed for each-verb form within each
language and reading task. There were no significant
differences between boys and girls on any of the vesb forms
except for the past tense -ed on the two comprehension
tasks. The means for the boys on SC and RC (2.60 and
2.93, respectively) were significantly higher (p<.05) than
the means for girls on SC and RC (2.20 and 2.15, respec-
tively) .
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Appendix F

Grade By Structure Analysis of NS Responses
on the Sentence Repetition Task

Means and Sténdard Deviations

aux,
Grade (N) -ed are

K (81)
X 52.76 35.33 24.10 13.73
SD 28.79 29.48 25.15 18.12

1 (78)
X 45,40 33.23 17.94 11.79 87 5.35 20.36
SD 27.93 28.83 20.92 14.99 .71 9.84 13.18
2 (69 - . -
X . 32,51 18.13 11.78 6.35 5.77 2.87 12,97
SD 22.59 21.73 19.60 14.95 11.68 v 7.47 11.06
Total-(198) ‘
X 42,80 28.51 17.38 10.39 8.53 5.38 18.83
SD 27.51 27.69 22.07 16.05 13.56 11.68  13.99

Grade Effects

F (2,195) 15.82 14.16 5.50 2.27 1.30 1.28. 11.91

P <01 <.01 <.01 ns ns ns < 0001
Analysis of Variance
. Percent of
Bource SS df MS _F Total SS
TOTAL . §§  713655.01 1187 601.23
BETWEEN 232530.99 197 1180,36
Grade (G) 25306.93 2 12653.46 11,91** 3.55
Subj. w. grades 207224.,06 195 1062.69
WITHIN 481124.02 990 485,98 .
Structure (S) 203656.19 S . 40731,24 147,15** 28.54
G xS 7585.40 10 758.54 2.74* 1,06 ‘
S x subjects 269882,43 975 276.80 : " 4
w. graqdes
**p £,0001, 142
*p <,005.

e —
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Appendix G

Grade By Structure Analysis of NS Responses
on the#Oral Reading Task

L Means and Standard Deviations
. aux. aux. Total
Grade (N) -ed . -8 are are is _is Task
1 (i4) . !

X 46,70 38.23. 20.20 19.48 10.61  8.66 24.00
SD  28.03 28.11 17.42 17.16 12.96 14.98 10.96

’ 2' (69)
X 30.96 '19.89 17.38 12.57 6.99 5.29 16.84
SD 26.35 ~~ 23.80 15.49 12.21 14.38 11.19 14.43

X 37.:09 27,04 18.48 15.26 8.40 6.60 19.63
SD 27 .97 26.98 16.23 14.66 13.90 12.84 13.59

e
Grade Effects
F(1,111) 18.11 24,53 .58 3.49 .96 .83 15.69
p < .01 <.01 ns ns ns ns <. 0005
Analysis of Variance
. Percent of
Source 8S df MS F Total SS
TOTAL 338812.44 677 500,46
BETWEEN 93357.29 112 833.55
Grade (G) 11562.11 1 11562.11 15.69** 3.41
Subj. w. grades 81795.18 111 736.89 y
WITHIN 245455,15 565 434,43 i .
Structure (S) 75929,57 5 15185.91 51.63** 22.41
GxS 6283.93 5 1256.79 4,27*  1.86
S x subjects 163241,65 555 294.13
! w. grades
*#p <,0005,
\‘1 “ *p<.0050 i €
ERIC 143
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Appendix

Types of Nonstandard Responses Praduced for Tense Forms
in Sentence Repetition and\Oral Reading

SR CR
(Grades K, (Grades 1,2)
' 1,2)
Type of Nonstandard Response
Thir’d Person Singular Present Tense -S / f : % f %
1. Marker Absent (e.g. boy jump_ over) 284 85 147 82
2. Mixed Forms {(e.g. boys jumps over) 37 11 4 2
3. NS Progressive F\ rms (e.g. boy _ )
' jumping over) 10 3 25 14
4, Other NS Responses - ‘ 5 1 4 2
’ Total NS Responses\ 336 100 180/ 100
Percent of Total Resp\o\nses 28 27
Past Tense -ed f % L %
1. Marker Absent (e.g. boy jump_ over) 483 95 211 85
Z. NS Progressiv;e Form (e.g. boy |
jumping over) 20 4 24 10
3. Hypercorrection (e.g. boy jumpted over) 0 0 6 2
4, Other NS Responses 4 1 8' 3
Total NS Responses 507 100 249 100
Percent of Total Responses 43 37 }




Appendix I

Types of Nonstandard Responses Produced for Maln Verbs is
and are in Sentence Repetition and Oral Reading

SR

Type of Nonstandard Response

Main Verb is

1. is absent
RN Nouns (e.g. house _ very)
ISP Nouns (e.g. deer _ behind)
Subtotal

2. Plural Noun with is (Nonagreement)
RN Nouns (e.g. houses is very)
ISP Nouns (e.g. deers is behind)
Subtotal

3. Singular Noun with are (Nonagreement)
RN Nouns (e.g. house_ are very)

4, Other NS Responses

Totgl NS Responses
Percent of Total Responses

Main Verb are

1. are absent .
RN Nouns (e.g. houses _ very)
ISP Nouns (e.g. deer _ behind)

-Subtotal

2. Plural Noun with is (Nonagreement)
RN Nouns (e.g. houses is very)
ISP Nouns (e.g. deers is behind)
Subtotal

(Continued on next page)
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3. Noun Plural -s absent with are
(Nonagregment) .
RN Nouns (e.g. house_ are very)

4, Nc;un Plural -s and are absent
RN Nouns {(e.g. house_ ___ very)

5. Other NS Responses v©

Total NS Responses
Percent of Total Responses

J

14

12
1

198

17

-

100

110

-

125
19

88

100
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Appendix J
. - b-.'b
Types of Nonstandard Responses Produced for Auxiliary Verbs is
and are in Sentence Repetition and Oral Reading

. SR v OR
- Type of Nonstandard Response k,1,2) (1,2)
Auxiliary Verb is i % f %
1. is absent
RN Nouns (e.g. dog ___ barking) 13 20 1 2
ISP Nouns (e.g. sheep _ running) 17 27 _2 _4
Subtotal 30 47 3 6
3 /
+ 2, Plural Noun with is (Nonagreement)
RN Nouns (e.g. dogs jis barking) 5 8 19 42
ISP Nouns (e.g. sheeps is running) _7 11 20 45
Subtotal 12 19 39 87
3. Singular Noun with are (Nonagreement)
RN Nouns (¢.g. dog_ are barking) 20 31 3 7
4, Other NS Responses _2 _3 _0 _0
Total NS Responses 64 100 45 100
Percent of Total Responses 5 7
Auxiliary Verb are i % f %
1 .are absent .
) RN Nouns (e.g. dogs _ barking) 25 20 2 2
ISP Nouns (e.g. sheep _ running) 18 15 - 5 4
. Subtotal 43 35 7 6
2. Plural Noun with is (Nonagreement)'
RN Nouns (e.g. dogs is barking) 37 .30 ¢ 2 2
ISP Nouns (e.g. sheeps is running) 3 2 0 _0
Subtotal 40 32 2 2

(Continued on next page)
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3. Noun Plural -_s_\absent with are ~
(Nonagreement)
) RN Nouns (e.g. dog_ are barking)
4. Noun P.lura'i -s and are absent
RN Nouns (e.g. dog_ _ barking)

5. Other NS Responses

Total NS Responses
Percent of Total Responses

ERIC : 143

Sy

28

11

123

10

23

100

87

|

106

16

82

|

100



